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ABSTRACT
The purpose of this mixed methods study was to investigate students’ perceptions of their own
Funds of Knowledge (FOK) and the impact that these funds have as students prepare for careers.
This purpose was achieved through an embedded mixed methods design with qualitative data
collection and analysis embedded within the quantitative research design. Analysis of data
collected in a Career and Technical Education (CTE) classroom from the pre and post
assessment instrument reveal that while direct instruction regarding FOK did not result in a
statistically significant difference between the control and treatment groups, post assessment
scores for participants in the treatment group increased on all three subcategories between the pre
and post assessment. Additional findings of this study indicate that students vary in their
perceptions concerning the subcategories of family impact, interests and skills, and resources.
Themes that emerged from the qualitative data include the importance of family guidance and
support, a recognition of skills perceived to be important for career success, a reflection of
autonomy or self-reliance that leads to a goal-oriented mindset, and a negative or neutral mindset
related to the impact FOK have on participants’ career aspirations. A cross analysis of the
quantitative and qualitative data resulting from this study was completed to summarize the
findings of this case of participants, identify key themes and issues, and identify additional areas
for future study. As the quantitative and qualitative data converged, the analysis of responses
assisted the researcher in understanding the differences in participants’ perceptions of their FOK
and the role they play in career preparation.
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CHAPTER I: INTRODUCTION
Introduction
For more than 100 years, students enrolled in public school have had the opportunity to
take Career and Technical Education (CTE) courses. The Morrill Land-Grant Colleges Act of
1862 paved the way for CTE training, including funding for both agricultural studies and
mechanical arts (Stringfield et al., 2017). When the Smith-Hughes National Vocational
Education Act was signed on February 23, 1917, the federal government strengthened its
investment in students’ futures by providing funding to states for CTE courses including
agriculture, family and consumer sciences, and trade and industrial education (2020). Since the
origin of CTE, many teachers have adopted John Dewey’s child-centered approach to education,
often referred to as pragmatism (Leshkovska & Spaseva, 2016). Teachers who approach
education through this pragmatic, real-world perspective spend time emphasizing the link
between the material being studied and students’ personal experiences and characteristics
(Leshkovska & Spaseva, 2016). According to Dewey, CTE courses (formerly called vocational
education) should prepare students and workers to be more than “appendages to their machines”
(Dewey, 1900, p. 22). Dewey’s approach to education focused intensely on the relationship
between the child and the curriculum (Leshkovska & Spaseva, 2016), stressing that subject
matter was not a substitute for a personal experience. In 2006, the name “vocational education”
was updated to “career and technical education,” reflecting a shift in the philosophy and
trajectory of CTE (Conneely & Hyslop, 2018). This shift led the Association for Career and
Technical Education (ACTE) to define the expectations of high-quality CTE programs, which
include but are not limited to: standards-aligned and integrated curriculum that has been
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sequenced and articulated, use of formative and summative assessments to evaluate students’
learning gains, engaging instruction, and career development (Imperatore & Hyslop, 2017).
In light of the recent changes in the workforce, the U.S. Department of Education
recognized the need to reevaluate CTE and funded a $1.4 billion reform mission to ensure that
today’s CTE programs prepare students for the 21st century workforce (Duncan, 2011). The
House Committee on Education and the Workforce passed H.R. 5587, the Strengthening Career
and Technical Education for the 21st Century Act, in September of 2016, reauthorizing and
reforming the Carl D. Perkins Career and Technical Education Act (Kiyama & Rios-Aguilar,
2018). This bill was promised to be a landmark step toward closing the nation’s skills gap by
ensuring “that students, especially historically disadvantaged and underserved students, are
prepared for success in high-demand jobs that offer living wages, employer benefits, and
opportunities for meaningful career advancement” (162 Cong. Rec. H4185, 2017). Supporting
this legislation, President Trump signed the Strengthening Career and Technical Education for
the 21st Century Act (Perkins V) into law on July 31, 2018 (2020). This reauthorization of the
Carl D Perkins Career and Technical Education Act of 2006 reaffirmed a commitment by the
federal government to high-quality CTE programs (2020).
While the federal government has continued its financial support of CTE, critics maintain
that vocational education, since its implementation in 1917, has systematically served the needs
of businesses at the expense of students’ intellectual development (Kiyama & Rios-Aguilar,
2018). The core critique of vocational education is the historical practice of tracking
underrepresented students into occupational training programs with limited and expiring
marketability (Oakes, 1985; Rogers, Kahne, & Middaugh, 2008; Jocson, 2015; Kiyama & RiosAguilar, 2018). In an effort to improve CTE programs and increase accountability, the 2006 Carl
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D. Perkins Career and Technical Education Act (P.L. 019-270) required all CTE programs to
integrate academic and CTE subject matter into programs of study. Following this change, Bragg
(2017) reported that students who “completed more high school academic course work in
conjunction with CTE classes tended to perform better than those taking fewer academic classes
and CTE” (p. 56). Additionally, CTE students are reported to be more motivated and interested
in their coursework due to a real-world connection. As a result, they are less likely to drop out
(Conneely & Hyslop, 2018).
The Carl D. Perkins Career and Technical Education Act (P.L. 019-270) also set the
precedent that all students enrolled in CTE courses are expected to follow a career pathway
designed to prepare them for postsecondary education or employment (Bragg, 2017). With CTE
programs across the country adhering to integrating academic coursework into the classroom and
placing a greater emphasis on students completing a program of study related to a specific career
cluster, the stigma of tracking is disappearing (Conneely & Hyslop, 2018). Presently, CTE
courses offer a plethora of career options for student exploration through the 16 Career Clusters,
including over 79 pathways ("The National Career Clusters Framework," n.d.). Career
exploration is facilitated through on-the-job training, including internships and apprenticeships,
as well as opportunities, to earn business and industry certifications (2020). The structured
approach of courses in career pathways is strategically designed to prepare students for
postsecondary education and career success (Stringfield et al., 2017). These changes have
challenged CTE programs to provide rigorous and relevant training designed to prepare today’s
youth and adults for “high-wage, high-skill, in-demand careers” in both existing and emerging
industries (Conneely & Hyslop, 2018). Kazis (2005) concluded that national reform for CTE
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programs must include rigor, relevance, and relationships, with academic rigor as the primary
goal.
Kiyama and Rios-Aguilar’s (2018) analysis of the current wording of CTE goals
surrounding the 21st century global marketplace reflects an absence of Dewey’s core beliefs and
ideals. Dewey’s conception of vocational education included a commitment to “human
flourishing, civic participation, and social transformation—notions that are largely absent from
current rhetoric in CTE based primarily on employability skills in a 21st century global
marketplace and meeting the shifting demands of the labor market” (Kiyama & Rios-Aguilar,
2018, p. 195-196). The concept of the “21st century skills” has been widely used but is more
difficult to define. Generally, this term refers to “a broad set of knowledge, skills, work habits,
and character traits that are believed…to be critically important to success in today’s world”
(“21st Century Skills Definition”, 2014). Skills such as the ability to think critically, solve
problems, use reason, and persevere are commonly identified as critical to success in today’s
workplace (“21st Century Skills Definition”, 2014), and are foundational aspects of today’s CTE
classroom. Evidence of an increase in programs offering digital literacy and computer science,
(McCain & Imperatore, 2018), reflects CTE’s commitment to creating opportunities for students
to develop skills needed and to flourish in today’s global marketplace.
Discussions in higher education have increasingly focused on the need for CTE to meet
the demands of the market but ensure that every student has the chance to pursue a high-paying,
high-skilled job (Duncan, 2011). Rather than focusing on the skills and aspirations that students
bring to the classroom, CTE programs tend to focus on skills and traits that students and their
families lack (English & Mayo, 2012), thus perpetuating the deficit mindset toward
underrepresented groups of students. CTE has come a long way to meet the constantly evolving
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demands of the 21st century workforce needs (Bailey, Jaggars, & Jenkins, 2015), perhaps at the
expense of recognizing and utilizing student’s Funds of Knowledge (FOK). The concept of FOK
emerged in literature over twenty years ago as a countermeasure to the deficit model commonly
perpetuated concerning working-class, Latin American families (Subero et al., 2015). Educators
utilizing this approach are challenged to think more holistically, spend time getting to know the
rich and varied cultural experiences their students bring, and view these experiences and skills as
resources and strengths rather than cultural or cognitive deficits (Howard & Lipinoga, 2008).
Implementation of the FOK approach in the CTE classroom equips students to view themselves
as the holders of knowledge, who then experience increases in self-efficacy and self-confidence
(Subero et al., 2015).
Problem Statement
CTE has been charged with the task of preparing today’s youth for the workplace of
tomorrow, yet little emphasis has been given to the skills, experiences, and abilities that students
bring into the classroom and how this impacts students’ career aspirations. Failing to
acknowledge students’ FOK may perpetuate the deficit model of diversity, and in turn, stifle the
students’ perceptions regarding their own career trajectory and options. An increase in students’
appreciation, acceptance, and acknowledgment of their FOK may result in increased selfconfidence and a greater understanding of the impact that each individual’s FOK has on their
career selection.
Need for the Study
While the FOK approach has been used to study the educational and career aspirations of
students and their families, (Kiyama, 2010; Rios-Aguilar & Kiyama, 2012; Zipin, Sellar,
Brennan, & Gale, 2015), limited research has been conducted in a CTE classroom where the
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FOK model is implemented to assist students in their career preparation. As reported by the
Association for Career and Technical Education (ACTE), 92% of high school students enrolled
in public schools participate in CTE courses (2020). The CTE classroom is a ready-made
audience full of diverse students, and the content associated with CTE courses lends itself to
multiple avenues for career exploration and preparation. One of the primary purposes of CTE
programs is to prepare a competent workforce, yet many programs may be failing to recognize,
embrace, or make use of students’ current FOK as a resource when exploring career pathways.
Recognizing the importance of career exploration and preparation early in a students’
academic career, many states have created career development courses. The Arkansas
Department of Education Division of Career and Technical Education (2019) developed a career
development course that can serve as a one or two-semester course for grades 7-8. This course
was “designed to teach career development through research and understanding of self and the
world of work in preparation for college and career readiness” (2019, p. 6). Students enrolled in
this course are exposed to multiple career options, along with the aptitudes, skills, and
expectations of employers in today’s workplace (2019). As students explore more about
themselves, they will margin and indentation changed here
identify personal traits and characteristics for a better understanding of self in their
pursuit of finding a meaningful, fulfilling and rewarding career. Through better
recognition and understanding of personal interests, values, aptitudes and abilities,
students can assess how they relate to the world of work to acquire the skills necessary
for appropriate placement in the workforce. (2019, p. 6)
Using the FOK framework to assist students in their career and educational aspirations
may offer great potential in the CTE classroom (Kiyama & Rios-Aguilar, 2018), and is
appropriate for utilization in courses or content related to career development. The FOK
framework may serve as the conduit to propel CTE programs as they seek to meet all students'
needs and assist them in their career development. Moving past the historical trends of technical
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training, CTE programs embracing the FOK framework may begin to see students’ diversities as
assets that “contain valuable knowledge and experiences that can foster … educational
development” (Moll & González, 1997, p. 98). This change in mindset and focus may not only
impact the teacher and student relationships but may create a sense of belonging and acceptance
in the classroom (Kiyama & Rios-Aguilar, 2018). Viewing students’ cultural experiences and
knowledge as a resource rather than a deficit, CTE programs might derive benefit from this
approach as a resource for reform and assistance, as demonstrated through studies conducted
with underrepresented students across the globe (Pang et al., 2016), including research
specifically with Mexican-Americans (Ayers et al., 2001), Puerto Ricans (Olmedo, 1997; RiosAguilar, 2010), Haitians (Conant et al., 2001), and African Americans (Foster & Peele, 2001).
Additional research has been conducted in other countries to study under-represented students’
and families’ knowledge in England (Williams, 2005) and Australia (Andrews & Yee, 2006;
Zipin, 2009).
While Gonzalez suggested that using FOK may result in “pivotal and transformative
shifts in teachers and in relations between households and schools and between parents and
teachers” (Gonzalez et al., 1993, p. 2), others have reported that FOK concepts are oversimplified and ideologically challenging (Oughton, 2009). The broader interpretation of FOK
proposed by Baker (2005) allows for a wide range of resources, attitudes, and experiences to be
considered as FOK, making the boundaries of this framework so vague that researchers are
confused about what to include and what to discard (Oughton, 2010). As reported by Oughton
(2010), three primary challenges to the FOK model include the possibility of presenting ethnic
groups of homogenous, the use of the “funds” metaphor, and the dangers of researchers imposing
their cultural perspectives when deciding what counts as a fund of knowledge. Researchers
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committed to utilizing the FOK approach would be well-served to continue with “critical selfconsciousness” advocated by Thomas (1993) to prevent blind spots from allowing them to see
their own bias (Oughton, 2010).
As CTE programs continue to widen their view to meet the needs of business and
industry, but equally important, to meet the needs of their students, teachers are challenged to
consider the FOK framework. Teachers should contemplate what knowledge students bring into
the classroom, what barriers they face, and what type of career they desire in the future (Kiyama
& Rios-Aguilar, 2018). Recognizing students’ experiences and backgrounds as assets rather than
hindrances (Kiyama & Rios-Aguilar, 2018) and incorporating students’ FOK into the classroom
has increased teacher-student relationships and increased students’ engagement and academic
performance in previous studies (González, 2005; Zipin, 2009; Esteban-Guitart & Moll, 2014;
Moll, Soto-Santiago, & Schwartz, 2013). Studies conducted by Vélez-Ibáñez and Greenberg
(1992) emphasized the importance of establishing relationships and transnational social ties
based on mutual trust (Subero et al., 2015), emphasizing the impact that teachers can have by
helping students see their own value through the integration of FOK concepts in the classroom.
Findings from the Social Justice Education Project (SJEP) (Cammarota, 2007) indicate the
connection between students participating as holders of knowledge and their increase in selfconfidence. In another study, Rodriguez (2013) reported a marked shift in power in the
classroom when the teacher transitioned from the expert to the researcher, thus empowering the
students and families (Subero et al., 2015).
Purpose and Research Questions
The purpose of this mixed methods study was to investigate students’ perceptions of their
own FOK and the influence that these funds have on their career preparation. The study was
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conducted using an embedded mixed methods design with qualitative data collection and
analysis embedded within the quantitative research design. The following research questions for
this study were identified as quantitative, qualitative, or mixed research questions:
Quantitative Research Questions:
1. According to FOK assessment as it pertains to career preparation:
a) How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre
assessment?
b) How did the responses of students receiving direct instruction differ from the
perceptions of students who did not receive FOK direct instruction?
2. Regarding the subcategory of family impact, interests and skills, and resources on the
FOK assessment:
a) What is the difference in participants between groups?
b) What subcategory do participants perceive to be most important for career
planning?
3. To what extent do perceptions of males and females differ on the FOK assessment
when looking at family impact, interests and skills, and resources?
Qualitative Research Question:
1. Why do students perceive specific subcategories of FOK (family impact, interests &
skills, or resources) to be more important, or less important as they plan for future
careers?
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Integrated Mixed Methods Question:
1. If differences are identified, how do these differences in students’ perceptions of their
FOK and the role that these play in career preparation provide a deeper understanding of
career preparation coursework?
Assumptions
The following assumptions were made concerning this study:
1) Participant responses to the questions asked on the survey were independent
expressions of their own perception.
2) Participant responses were honest and true representations of the perceptions of the
participants.
3) Participants will value some FOK more than others.
4) All participants will increase their FOK's perceived value due to exposure to the
curriculum related to this research study.
5) Participants in the treatment groups will significantly increase their post-test
assessment scores due to explicit instruction and activities related to this topic.
Limitations
The following limitations were made for this study:
1. Sample demographics do not reflect population demographics for national or state data.
National data for students enrolled in public schools in 2017 reflect 47.6% of students
identified as white, 15.21% black, 26.77% Hispanic, 5.57% Asian/Pacific Islander,
0.98% American Indian/Alaska Native, and 3.86% identified as two or more races
(Hussar et al., 2020). The demographics for the school where this study was conducted
include 62% Hispanic/Latino, 18.2% Hawaiian/Pacific Islander, and 14.3% white (ADE
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My School Info, 2020). State data for students enrolled in public schools in 2019-20
reflect 60.4% of students identified as white, 19.8% black, 13.5% Hispanic, 0.9%
Hawaiian/Pacific Islander, 1.7% Asian, 0.6% American Indian, and 3.1% identified as
two or more races (ADE My School Info, 2020).
2. A possible crossover effect due to participants sharing information.
3. Limitations to participant involvement due to the global pandemic and COVID-19
regulations per department of health.
Definitions
The following terms were used in this study and are defined below: community culture
wealth, cooperating teacher, cultural capital theory, deficit model, Funds of Knowledge, Google
Classroom®, skills gap, slide decks, social capital theory, and touchpoints.
Community Culture Wealth
As defined by Yosso (2005), community culture wealth is the “array of cultural
knowledge, skills, abilities, and contacts possessed by socially marginalized groups that often go
unrecognized and unacknowledged” (p. 69). This includes multiple forms of capital that
individuals of color have acquired and use to not only survive but also thrive (Kiyama & RiosAguilar, 2018).
Cooperating Teacher
The term cooperating teacher is frequently used to describe those engaged in assisting
teacher candidates’ growth through the facilitation of a student teaching practicum (Clarke et al.,
2014). For this study, this term reflects the teacher of record employed in the school where this
research was conducted. The researcher and cooperating teacher met frequently to discuss the
study, determine the control and treatment groups, develop the two touchpoints of instruction,
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and discuss the results of the pre and post assessment. The cooperating teacher distributed the pre
and post assessment to all participants through the Google Classroom ® platform and facilitated
the two touchpoints on the topic of FOK instruction for the treatment groups.
Cultural Capital Theory
Bourdieu’s (1973) definition of cultural capital has been referenced and adapted in many
studies to analyze how culture and education interact (Kiyama & Rios-Aguilar, 2018). While
cultural capital can exist in three forms (the embodied form, the objectified stated, and in the
institutionalized state), it is in the institutionalized state where it confers original properties that
educational systems presume to guarantee (Bourdieu, 1977). The cultural capital framework
includes differing sets of linguistic and cultural competencies, knowledge, and dispositions
passed from one generation to another (Kiyama & Rios-Aguilar, 2018).
Deficit Model
The term “deficit” has been used in various educational contexts and with differing
agendas (Dampier et al., 2019). The ideology underlying the deficit perspective has multiple
references, including “deficit theory” (Collins,1988; Dudley-Marling, 2007; Gorski, 2008),
“deficit ideology” (Sleeter, 2004), and “deficit thinking” (Ford & Grantham, 2003; Pearl, 1997;
Valencia, 1997; Yosso, 2005). Scholars studying the deficit model, despite variations in
terminology, generally refer to an institutionalized worldview or ideology that explains and
justifies outcome inequalities (Gorski, 2010). This justified ideologue is based on established
stereotypes of specific communities, including that low-income families do not value education
(Yosso, 2005). Gorski (2010) defines this approach as one that educators use when they
approach their students’ based upon “perceptions of their weaknesses rather than their strengths”
(Gorski, 2010, p. 2).
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Funds of Knowledge
Drawing from the original research, the following definition is utilized for the term Funds
of Knowledge (FOK):
Those historically accumulated and culturally developed bodies of knowledge and skills
essential for household or individual functioning and well-being. As households interact
within circles of kinship and friendship, children are ‘participant-observers’ of the
exchange of goods, services, and symbolic capital which are part of each household’s
functioning. (Moll & González, 1994, p. 443)
Google Classroom®
Google Classroom® is a “learning management system for schools that aims to simplify
creating, distributing, and grading assignments” (Shampa, 2016, p. 12). The virtual classroom
provides tools for students and teachers to assist with the creation, collection, and organization of
digital files. This digital platform has the potential to increase teachers’ abilities to monitor
student progress (Shampa, 2016) and simplify student-teacher communication (Al-Maroof & AlEmran, 2018).
Skills Gap
The national skills gap takes many forms, including youth entering the workforce without
experiences in business and industry, adults who have lost their job and must adapt to changes in
technology (Laboissiere & Mourshed, 2017), or a lack of interpersonal skills such as
professionalism and critical thinking (Tulgan, 2016). CTE courses are challenged to create
meaningful educational experiences designed to prepare students for any career or technical
endeavor they choose to pursue.
Slide Decks
While facilitating learning in a hybrid setting, many educators have opted to created
weekly slide decks to disseminate information to the learners. Slide decks may contain but are
not limited to daily objectives, assignment details, and links to resources and videos. Throughout
13

this study, the cooperating teacher created weekly slide decks for all students enrolled in her
career development courses. Slide decks were published to Google Classroom ® each Monday
and contained the directions, assignments, and resources students needed to complete the
activities for the week.
Social Capital Theory
Bourdieu, Coleman, and Edward’s social capital theory definitions are centered on
relationships and resources, and return on investment (Coleman, 1988; Edwards & Mccarthy,
2004; Oughton, 2010). Coleman’s (1988) definition of social capital has been used most recently
by researchers as they analyzed FOK. Social capital was defined as “a variety of entities with
two elements in common: they all consist of some aspect of social structure, and they facilitate
certain actions of actors … within the structure” (Portes, 1998, p. 8). Any resource that is
generated by networks of relationships is considered part of a person’s social capital (Coleman,
1998).
Touchpoints
The term touchpoints are frequently used to discuss interactions a consumer may have
with a company over an extended period of time (Voss & Zomerdijk, 2007). Drawing from this
idea, Khanna, Jacob, and Yadav (Khanna et al., 2014) discuss how to identify and analyze
touchpoints in the educational system. Because education is a service students experience, the
touchpoints must be carefully considered to ensure students’ success continues (Khanna et al.,
2014). For this study, the term touchpoint reflects the intentional moments where direct
instruction was given about FOK. Touchpoints were co-created by the researcher and
cooperating teacher and were facilitated by the cooperating teacher under the direction of the
researcher.
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CHAPTER II: LITERATURE REVIEW
Introduction and Overview
For nearly three decades, the Funds of Knowledge (FOK) approach has been employed to
investigate the resources students bring to the classroom (Kiyama & Rios-Aguilar, 2018),
providing a new conceptual framework to counter deficit theories associated with Latino(a)
students and their families (Hogg, 2011). The hope and belief in the potential academic, social,
and cultural advancement are evidenced by a growing body of literature related to FOK (Hogg,
2011), yet limited research has been conducted using this approach in the CTE classroom. Data
reported by the U.S. Department of Education for the 2018-19 school year noted that 8,910,991
students across the nation participated in at least one CTE course (“Perkins Data Explorer”,
2020). Broken down by gender, this data reflects that 53.8% of students enrolled in CTE courses
identified as male, while 46.2% of students enrolled in CTE courses identified as female
(“Perkins Data Explorer”, 2020). Additionally, approximately 47% of students enrolled in CTE
courses in the 2018-19 school year identified themselves as white, while 29.6% identified as
Hispanic/Latina(o) (“Perkins Data Explorer,” 2020). This ready-made audience is one that not
only lends itself to discussions about career development but also the application of research
utilizing the FOK approach to assist students in career exploration and preparation.
CTE courses offer a range of career options for students to explore through various career
pathways created to provide guidance and support as students enter and navigate their postsecondary education or career exploration (Bragg & Krismer, 2016). However, critics of CTE
programs contend that these courses track underrepresented students into occupational areas with
limited marketability (Oakes, 1985; Rogers, Kahne, & Middaugh, 2008; Jocson, 2015).
Inequitable opportunities for students originate from differences inside schools rather than from
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variances accounted for between public institutions (Kesselman & Oakes, 1986); therefore, CTE
instructors should strive to provide equitable opportunities for all students enrolled in the
courses. Utilization of the FOK framework in the CTE classroom can leverage students’
educational aspirations (Kiyama & Rios-Aguilar, 2018), and it can also help CTE programs
reexamine and assess how they serve their students while simultaneously assisting students with
their career development. González (2005) reported that “by drawing on household knowledge,
student experience is legitimated as valid, and classroom practice can build on the familiar
knowledge bases that students can manipulate to enhance learning in mathematics, social studies,
language arts, and other content areas” (p. 43).
This chapter outlines the origin of FOK and analyzes conceptual frameworks used in
researching FOK, including social capital theory, cultural capital theory, and community cultural
wealth theory. Finally, this chapter sets forth how the FOK framework can be implemented as a
complementary framework, one that recognizes and embraces the social, cultural, and
community wealth that each student brings to the CTE classroom.
Funds of Knowledge Origin
While working with and documenting the resources of working-class Latina/o families in
the southwest part of the US, the concept of FOK emerged in the literature as a countermeasure
to the deficit model perpetuated by some regarding low-income families (Rios-Aguilar et al.,
2011). The anthropological studies of working-class Latina/o households sought to document
various bodies of knowledge and skills possessed by these families, noting how household
members used their FOK to adapt to changing circumstances (Moll et al., 1992). The term
“Funds of Knowledge” was not meant to replace the concept of culture, but rather, to emphasize
the strategic knowledge that individuals have, which assists in their function, development, and
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well-being (Moll et al., 1992). The primary purpose of the research was to “develop innovations
in teaching that draw upon the knowledge and skills found in local households” (Moll et al.,
1992, p. 132). Additionally, Moll & González (1994) found that:
Those historically accumulated and culturally developed bodies of knowledge and skills
essential for household or individual functioning and well-being. As households interact
within circles of kinship and friendship, children are ‘participant-observers’ of the
exchange of goods, services, and symbolic capital which are part of each household’s
functioning. (p. 443)
Throughout the study, researchers analyzed how individuals and families developed a
variety of resources, including social relationships, knowledge, skills, and labor to survive and
also thrive (Moll et al., 1992). At the heart of this study was the Vygotskian perspective of
perezhivanie, translated into emotional or lived experiences (Esteban-Guitart & Moll, 2014).
Human activities, socialization, education, and lived experiences all contribute to an individual’s
identity, and through these experiences and connections, the funds of identity and knowledge are
developed (Rios-Aguilar & Kiyama, 2018). Findings of this historical study noted contrasts
between relationships created in the school and relationships fostered in the students’ home
environment. Networks outside of the home were flexible, adaptive, and “thick”, yet the teacher
and child relationship was seen as “thin” or “single stranded” because the teacher’s knowledge
only centered on the students’ academic performance, leading the teacher to not see the “whole”
person (Moll et al., 1992).
A related finding noted that children in this study were more active participants in
learning that occurred outside of the classroom. Children used their knowledge to contribute to
their families, through completing chores, repairing appliances, or providing childcare for
younger siblings (Moll et al., 1992). This is in stark contrast to the passive bystander climate
created in many classrooms. Passive learning in traditional classrooms, specifically lecturing, has
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historically served as a dominant teaching method (Michel et al., 2009), but the increase in
competitive demands in business and industry has challenged educators to consider the
effectiveness of this approach. Over the past three decades, multiple active learning teaching
methods have been developed (Michel et al., 2009), including cooperative learning (Johnson,
Johnson & Smith, 1991), experiential learning (Kolb, 1984), participative learning (Mills-Jones,
1999) and problem-based learning (Miller, 2004), all of which hold learners responsible for their
own learning. Recognizing students’ FOK as a tool, CTE teachers can scaffold students’
experiences to promote active learning, while strengthening the connections they have with their
students through creating “thick” connections (Moll et al., 1992) with their students as they get
to know more of their values, knowledge, skill sets, and interests outside of the classroom.
Conceptual Framework Analysis
For almost three decades, the FOK model has served as a standard reference of a
‘sociocultural’ orientation used in research in which the values, experiences, resources, and
knowledge of families and children are leveraged (Moll, Soto-Santiago, & Schwartz, 2013).
While researchers agree in their conclusions that each person’s FOK are generated, accumulated,
and transmitted by students and their families (Rios-Aguilar & Kiyama, 2018), studies conducted
using this framework vary based upon the theoretical framework used by researchers. Many
scholars connect the concept of FOK and social and cultural capital (Rios-Aguilar, Kiyama,
Gravitt, & Moll, 2011), but it is important to note that FOK and forms of capital are not
synonyms (Kiyama & Rios-Aguilar, 2018).
Most of the literature on FOK emphasizes the need for changes in pedagogical
approaches, while ignoring inequalities and power structures represented in society today
(Kiyama, Rios-Aguilar,& Sarubbi, 2018). As reported in 2018 by Kiyama and Rios-Aguilar, the
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social capital approach was the most applied conceptual framework when researching FOK, and
James Coleman’s definition for social capital was the most cited. Capital, as defined by Bourdieu
(1986), takes time to accumulate and has the potential to produce benefits, although the structure
and constraints of the benefits are restricted by the existing social structures. FOK includes
various bodies of knowledge and skills possessed by families (Moll et al., 1992) and is used to
aid families as they adjust to changing circumstances. In contrast to the social and cultural capital
theories, FOK is a relatively new approach used to document the wealth of resources that
marginalized individuals, families, and communities possess (Kiyama, Rios-Aguilar, & Sarubbi,
2018). The following sections address the three main frameworks used in research related to
FOK: social capital theory, cultural capital theory, and community cultural theory.
Social Capital Theory
Researchers engaged in sociocultural research and reform have defined social capital
through various lenses. Bourdieu’s (1973, 1986) definition of social capital is grounded on the
premise that people intentionally build their relationships for benefits they believe would be
provided at a later time (Portes, 2000). According to Bourdieu’s research, it is reported that
Social capital is the aggregate of the actual or potential resources which are linked to
possession of a durable network of more or less institutionalized relationships of mutual
acquaintance and recognition – or in other words, to membership in a group– which
provides each of its members with the backing of the collectivity-owned capital, a
‘credential’ which entitles them to credit, in the various senses of the word. (Bourdieu,
1986, p. 246)
Bourdieu (1986) stated that the volume of social capital a person possesses, built on
mutually beneficial relationships, depends on the size of the network of connections this person
has and the connections these individuals have to resources. The expression “it is not what you
know, it is who you know” fits within the context of Bourdieu’s social capital theory. Individual
and collective networks of relationships are the result of investment in others and may be sought
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after consciously or unconsciously (Bourdieu, 1986) to advance oneself. This definition of social
capital is one that many researchers have applied as a framework of reference when exploring
the concepts of FOK. Stanton-Salazar and Dornbusch (1995) suggested that both FOK and social
capital are essential to minority students’ educational success (Kiyama & Rios-Aguilar, 2018).
In 1988, Coleman defined social capital through a different lens, and his cultural
framework has been referenced by many researchers as they explored concepts related to FOK.
As cited by Portes (1998), Coleman defined social capital as “a variety of entities with two
elements in common: they all consist of some aspect of social structure, and they facilitate
certain actions of actors … within the structure” (p. 8). Considering this perspective, one can
consider any resource that facilitates individual or collective action that is generated by networks
of relationships as part of their social capital (Coleman, 1998). Edward’s (2004) definition of
social capital is generally concerned with the resources that individuals can access, which is the
result of collective and socially negotiated ties and relationships (Kiyama & Rios-Aguilar, 2018).
Bourdieu, Coleman, and Edward’s social capital theory definitions are all centered on
relationships and resources, and return on investment. Viewing FOK through this lens, the
knowledge, skills, and resources individuals have accumulated can be used as a form of barter,
exchanging one aspect for another in an effort to survive and thrive based on the social capital
exchanges. Coleman’s framework for social capital was the most utilized by researchers engaged
in the study of FOK (Kiyama & Rios-Aguilar, 2018), yet it is important to recognize and reflect
on other frameworks used in conducting research related to this topic.
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Cultural Capital Theory
In 1973, Bourdieu introduced the concepts of cultural capital and used this to analyze
how culture and education interact (Kiyama & Rios-Aguilar, 2018). Bourdieu (1986) stated
cultural capital can exist in three forms (the embodied form, the objectified state, and in the
institutionalized state), yet it is the institutionalized state (educational systems) that confers and
also presumes to guarantee these forms of capital. Historically, education has been seen as the
“predominant pathway to economic success” (Kingston, 2001, p. 88), so the important role that
schools have in this cultural capital theory should not be overlooked. Bourdieu’s framework
highlighted the differing sets of linguistic and cultural competencies, knowledge and dispositions
passed from one generation to another (Kiyama & Rios-Aguilar, 2018), and reports that they are
often restricted by class-located boundaries (Roscigno & Ainsworth-Darnell, 1999).
Bourdieu used the cultural capital framework as a theoretical hypothesis in which he
sought to understand the unequal academic achievement of children originating from differing
social classes (Bourdieu, 1986). Studies have shown that children of social privilege mostly
outperform their peers with fewer opportunities and advance further in their schooling (Lareau,
2000). Bourdieu contended that the cultural capital transmitted from one generation to another
has a more significant impact on a person than their genetic code (1986). Bourdieu (1977)
claimed that educational institutions are relatively autonomous and powerful economic and
political institutions (Giroux, 1983), and this system contributes to the social reproduction of
inequality rather than the reduction of inequality (Rios-Aguilar & Kiyama, 2018). Situating
schools as non-neutral parties, Bourdieu argued that schools were not created to provide equal
opportunities for students (Rios-Aguilar & Kiyama, 2018), but rather exist to provide a social
structure and class replication.
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When used in the literature related to FOK, cultural capital was primarily used to explain
social stratification and cultural reproduction (Achinstein, Ogawa, & Speiglman, 2004; Chiu &
Khoo, 2005; LeTendre, Hofer, & Shimizu, 2003; Lubienski, 2003; Warikoo & Carter, 2009;
Wiggan, 2007). Another way scholars used the cultural capital framework was to explain the
academic and ethnic identities of historically marginalized groups (Nasir & Saxe, 2003;
O’Connor, Lewis, & Mueller, 2007; Pearce, 2006; Petchauer, 2009). Zipin (2009, 2013)
challenged how power is assigned, especially when discussing knowledge. He countered that
knowledge spans across both capital and FOK, and by labeling it as a form of capital, an idea is
formulated that individuals must obtain knowledge to “win the game” (Zipin, 2013). Funneling
knowledge through the FOK lens, and seeing it as an important community resource (RiosAguilar & Kiyama, 2018), teachers can build a stronger sense of community while developing an
environment that embraces and sustains collaboration (Zipin, 2013). CTE teachers utilizing the
FOK model have the opportunity to create classrooms that not only prepare students for future
careers, but ones which also help students address sociopolitical barriers and problems they face
currently (Neri, 2018).
Community Cultural Wealth Theory
Bourdieu’s cultural capital framework depicts the white, middle-class culture as the norm
or standard by which all other cultures are judged to determine if they measure up (Yosso, 2005).
The knowledge of the upper and middle classes is used as the norm, and schooling has the power
to impart knowledge and skills necessary for advancement (Yosso, 2005). From this conceptual
lens, cultural capital is not merely possessed by the middle class, but it is a reflection of all forms
of knowledge, skills, and values which are recognized by this same group of seemingly
privileged individuals (Yosso, 2005). Working from the deficit model, schools often assume that
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children of color are disadvantaged because their race or socioeconomic background has left
them lacking in the skills, knowledge, and abilities to become successful (Yosso, 2005). While
this lens has been used as a popular framework for educational research, Yosso (2005) and
Rodriguez (2013) propose using the concept of community cultural wealth as a more inclusive
framework, one that recognizes and embraces the experiences of “communities of color”
(Giraldo, Huerta, & Solorzano, 2018).
Challenging the traditional views of cultural capital, Yosso (2005) uses the Critical Race
Theory (CRT) to shift the research lens from a deficit view of Communities of Color while
focusing on the community cultural wealth, defined as, “the array of cultural knowledge, skills,
abilities and contacts possessed by socially marginalized groups that often go unrecognized and
unacknowledged” (p. 1). Yosso elaborated on the multiple forms of capital that marginalized
students, families, and communities have acquired and used to not only survive but also thrive
(Kiyama & Rios-Aguilar, 2018). Teachers can use students’ bodies of knowledge in their own
classroom through activities, assignments, and curriculum designed to provide opportunities for
students to develop a critical consciousness of their own wealth of knowledge that they bring to
the classroom (Garcia, 2018).
Complementary Framework
Research conducted by Moll and Greenberg (1990) highlights and values the knowledge
that each household imparts to its members (Giraldo, Hurta, & Solorzano, 2018). Scholars are
challenged to implement FOK as a complementary framework with forms of capital, and as such,
it creates potential opportunities to address systemic factors that influence educational endeavors
(Rios-Aguilar & Kiyama, 2018; Rios-Aguilar et al., 2011; Zipin, 2013). Instead of using FOK
exclusively, this framework can complement the social, cultural, and community wealth capital
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theories (Rios-Aguilar & Kiyama, 2018), thus offering insights into the strategies that promote
culturally relevant pedagogical practices.
The deficit framework places the blame on students and their families (Solorzano &
Yosso, 2001; Ochoa, 2013), with a perceived deficiency in the minority students due to their
families and cultural background (Bishop, 2001; Gonzalez, 1995; Irvine & York, 1993; Moll,
Amanti, Neff, & Gonzalez, 1992). This framework explains low student achievement through
stereotypical assumptions such as “inadequate home literacy practices, inadequate English
language, inadequate motivation, inadequate parental support and inadequate self-concept”
(Hogg, 2011, p. 666). Educators who believe in the deficit model tend to accept and expect the
low achievement of minority students (Hogg, 2011). This mindset may create obstacles to
student achievement (Aguilar & Pohan, 1996). Countering the deficit model depicted of lowincome Latina/o families, the FOK approach highlights the resources and “wealth” these groups
of people possess (Moll & Greenberg, 1990; Moll, Amanti, Neff, & González, 1992).
The practical and community-building opportunities to address important societal issues
in regard to equity and power are missed when the focus is only on the social and cultural capital
perspectives (Rios-Aguilar & Kiyama, 2018). Instead of perpetuating the idea that acquiring
more capital (social and cultural) will make students more successful in life, Rios-Aguilar &
Kiyama (2018) challenge practitioners to develop strategies and practices that will empower
students and help become more aware of the processes around them. Strategically utilizing the
FOK framework can improve students’ learning and academic outcomes (Rios-Aguilar &
Kiyama, 2018) by making meaningful connections between the content and the students’
backgrounds. Educators are challenged to become acquainted with their students and to use their
knowledge of students’ skills, backgrounds, values, and knowledge to connect the content with
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students through real-world application. Teachers who recognize, validate, and call upon
students’ FOK in the classroom can create flexible, adaptive, and “thick” relationships with their
students (Moll et al., 1992). Teachers are encouraged to recognize that their pedagogical
approaches and practices make a difference in their students’ lives. This understanding should
urge them to pay attention not only to students’ attitudes related to a topic of study but more
specifically to the students’ existing resources and knowledge that they bring to the classroom
(Kiyama & Rios-Aguilar, 2018) to make strong connections for students to classroom content.
CTE courses are designed to assist students with their career or technical endeavors after
high school. It has been stated, “Students don’t care how much you know until they know how
much you care” (John C. Maxwell, 2018). This statement is applicable today as educators are
challenged to spend time getting to know their students (Hogg, 2011) and use that knowledge to
help their students get to know themselves. An underlying rationale for FOK research stemmed
from the assumption that “the educational process can be greatly enhanced when teachers learn
about their students’ everyday lives” (Gonzalez, Moll, & Amanti, 2005, p. 6). The more accurate
a teacher’s knowledge is of their students, the more likely they are to draw on students’
experiences, knowledge, and values, and through this scaffolding, student’s long-term
possibilities may be broadened (Gonzalez, Moll, & Amanti, 2005). Teachers may work
effectively with students from all cultures, including those from cultural backgrounds other than
their own, when they are able to relate and help students understand and develop their identity
(Bishop, Berryman, Tiakiwai, & Richardson, 2003; Hawk et al., 2002). Building on the FOK and
strengths that students bring to school has shown to be an extremely effective teaching strategy
(Gonzalez, Moll, & Amanti, 2005), and as such should be considered as a strategy to assist
students in understanding the social, cultural, and community capital they already possess as they
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prepare for various careers. Using the FOK approach to study college and career aspirations may
challenge the deficit view of underrepresented families and may also help educational
institutions better understand their role in perpetuating deficit mindsets (Neri, 2018).
Funds of Knowledge Studies and CTE Connections
Educators who seek to increase students’ engagement and academic outcomes may
consider incorporating students’ FOK into classroom practices (Neri, 2018). Researchers
utilizing FOK have cited not only an increase in students’ engagement and academic
performance, but also improved teacher-student relationships and an enhancement of teachers’
pedagogical practices (González, 2005; Zipin, 2009; Esteban-Guitart & Moll, 2014; Moll, SotoSantiago, & Schwartz, 2013). Some research has been completed using the FOK approach to
study the educational and career aspirations of students and their families (Kiyama, 2010; RiosAguilar & Kiyama, 2012; Zipin, Sellar, Brennan, & Gale, 2015), yet limited research has been
conducted in the CTE classroom. Research conducted in various fields of study sheds light on
how CTE educators could use the FOK approach in their classrooms.
Giraldo, Huerta, and Solorzano (2018) studied participants enrolled in a community
college who had been previously incarcerated or former gang members. One essential finding
resulting from their study was the participants’ abilities to use their FOK that originated from
“dark spaces” as a way to push forward and achieve their goals (Giraldo, Huerta, & Solorzano,
2018). This research redefined the “dark” FOK introduced by Zipin (2009) by building a
curriculum designed to incorporate participants’ “dark” experiences outside of the classroom
(Giraldo, Huerta, & Solorzano, 2018). Students embraced an identity that was triggered and
defined by a significant life-altering and/or traumatic event, and used these identities as ways to
survive and adapt to their environment (Giraldo, Huerta, & Solorzano, 2018). CTE instructors
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are challenged to recognize all of the FOK that students bring to the classroom, including the
“dark” experiences that have shaped the student’s identity (Giraldo, Huerta, & Solorzano,
2018). Recognizing that students’ FOK will not all be positive, instructors are challenged to
consider how students’ “dark” experiences outside of the classroom may impact their
perspectives and attitudes toward career preparation.
Garcia explored FOK in art education (2018) by assigning her students with a family
research project. Garcia’s approach allowed students to become historians of their own family
history in which students completed family trees indicating the names of family members, their
place of birth, and known occupations (Garcia, 2018). Additionally, students created a family
migration map and sought to identify the route their family took to come to the United States.
Integration of the game of Loteria, a card game where images of culture are matched with a
pictogram, provided students an opportunity to connect not only with art, but also with their
cultural backgrounds. Through this process, Garcia connected the concepts of FOK while also
engaging her students in discussions and critiques of art (Garcia, 2018). Garcia stated it was
improbable for her to go to the homes of the 240 students enrolled in her art courses, which is
one of the reasons why she enrolled her students as the primary researcher regarding their
cultural history (Garcia, 2018). CTE instructors face related challenges when getting to know
their students’ families. Similarly to Garcia’s experiences, CTE instructors can engage students
in a personal investigation of their cultural heritage and the impact that individuals’ FOK have
on their career development. While the game Loteria was utilized in art classes, a game such as
Life might be an appropriate methodological tool for CTE teachers to use when seeking to allow
students to use their own household and cultural knowledge as capital in their learning
experiences as it relates to career decision making.
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Regardless of the field of study, educators can allow students to demonstrate their
knowledge and skills through activities, projects, and lessons designed to strengthen the
connection between the lessons learned at home and the application in various contexts
(Saathoff, 2015). Teachers are challenged to develop a critical awareness of their thinking
patterns towards cultural differences as they examine any potential biases that they may hold
(Saathoff, 2015). Getting to know students on a personal level, completing home visits, and
incorporating curriculum where students can apply their knowledge in real-world settings are
strategies teachers should consider (Saathoff, 2015). Gonzalez (2005) reflected that “by drawing
on household knowledge, student experience is legitimated as valid, and classroom practice can
build on the familiar knowledge bases that students can manipulate to enhance learning in
mathematics, social studies, language arts, and other content areas” (p. 43).
Summary
This chapter outlined the origin of FOK, while analyzing conceptual frameworks used in
researching FOK including social capital theory, cultural capital theory, and community cultural
wealth theory. Additionally, this chapter discussed how the FOK framework can serve as a
complementary framework that recognizes and embraces the social, cultural, and community
wealth that each student brings to the classroom. Studies conducted in various fields using FOK
as a complementary framework shed light on how FOK can be implemented in the CTE
classroom. For almost three decades, the concept of FOK has been researched (Moll et al., 1992),
yet limited investigation has been documented in the context of the influence that these sources
of knowledge have on students’ career and technical preparation. With over 90% of public
school students enrolled in a CTE classroom, (“CTE Today | acte”, 2020), there is a substantial
need for continued investigation on the topic of the influence of FOK on students’ career
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preparation. This chapter proposes using FOK as a complementary framework to social capital,
cultural capital, and community cultural wealth, emphasizing understanding the pedagogical
approaches that teachers can employ to best meet the needs of their diverse students.
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CHAPTER III: METHODS
Introduction and Overview
The purpose of this study was to investigate students’ perceptions of their own Funds of
Knowledge (FOK) and the influence that these funds have on their career preparation. The study
was conducted using an embedded mixed methods design with qualitative data collection and
analysis embedded within the quantitative research design. Embedding, or nesting, occurs when
a secondary method is incorporated into a design traditionally associated with the other approach
(Caracelli & Green, 1997; Creswell & Plano Clark, 2011; Creswell, Plano Clark, Gutmann, &
Hanson, 2003; Green, 2007; Plano Clark et al., 2013). Through collecting quantitative and
qualitative data concurrently, this study used the strengths of both forms of research through
converging the results and findings (Bryman, 2006; Johnson & Onwuegbuzie, 2004; Reichardt &
Cook, 1979).
Typical mixed methods studies have two sets of research questions, including both
quantitative and qualitative questions (Plano Clark & Ivankova, 2016). Teddlie and Tashakkori
(2009) advocate for integrated questions or questions that address the study's overall intent. The
following research questions for this study were identified as quantitative, qualitative, or mixed
research questions:
Quantitative Research Questions:
1. According to FOK assessment as it pertains to career preparation:
a. How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre assessment?
b. How did the responses of students receiving direct instruction differ from the
perceptions of students who did not receive FOK direct instruction?
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2. Regarding the subcategory of family impact, interests and skills, and resources on the
FOK assessment:
a. What is the difference in participants between groups?
b. What subcategory do participants perceive to be most important for career
planning?
3. To what extent do perceptions of males and females differ on the FOK assessment when
looking at family impact, interests and skills, and resources?
Qualitative Research Question:
1. Why do students perceive specific subcategories of FOK (family impact, interests &
skills, or resources) to be more important, or less important as they plan for future
careers?
Integrated Mixed Methods Question:
1. If differences are identified, how do these differences in students’ perceptions of their
FOK and the role that these play in career preparation provide a deeper understanding of
career preparation coursework?
This chapter provides a detailed description of how the study was conducted and is
divided into the following sections: participants, instruments, research design, quantitative data
collection, qualitative data collection, quantitative data analysis, qualitative data analysis, data
integration, limitations of the study, and summary.
Population of Study
This study utilized a convenience sample of junior high students from a school and a
teacher with whom the researcher had previously built a working relationship. The population for
this study consisted of eighth-grade students enrolled in six career development course sections
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at a junior high school in a southern state in the United States of America. The cooperating
teacher, or teacher in the participating school who collaborated with the researcher, met face to
face with three sections of students each week, while three sections of students met face to face
with another instructor. While both instructors co-planned curriculum during their common
course content, the cooperating teacher for this study was responsible for the creation of
curriculum, production of instructional videos, development of assessments, and facilitation of
instruction for all six course sections of this career development. The cooperating teacher created
presentation materials and instructional videos for students to view and follow for their daily
lessons. Furthermore, these lessons were disseminated to all students enrolled in career
development courses each Monday using the Google Classroom ® learning management system.
Google Classroom® is a digital platform with the potential to streamline student and teacher
communication, assist students with digital organization, and increase teachers’ abilities to
monitor student progress (Shampa, 2016). Because of the cooperating teacher’s position and
responsibility, all participants in this study received direct instruction from this instructor. The
cooperating teacher collaborated with the researcher for this study while facilitating the use of
the state curriculum standards established by the state’s department of education.
Due to the COVID 19 pandemic students enrolled in the cooperating school district were
given a choice of learning models for the fall semester. Students could opt to attend school in
person following a traditional format, Monday through Friday, or a hybrid format. Students
choosing the hybrid model were allowed to choose between attending school in person on
Monday, Wednesday, and Friday while completing work remotely on Tuesday and Thursday, or
choosing to attend in person on Tuesday and Thursday while completing work remotely on
Monday, Wednesday, and Friday. All students enrolled in the six sections of career development
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were invited to participate in this study. Through the use of Google Classroom , all students,
®

regardless of their format of attendance, were given the same instruction concerning career
development. A total of 58 students completed the informed consent and participated in this
study. Of this total, 31 (53%) were male and 27 (47%) were female. Table 3.1 includes the
participants’ demographic information based on the class period.
Table 3.1 Participant Demographics
Class
Course
Male
Period

Timing

Female

Total

Participants

Participants

Participants

1

8:45-9:28

2

8

10

2

9:33-10:16

3

4

7

4

11:09-11:52

2

7

9

5

1:41-2:24

4

2

6

6

2:29-3:12

12

2

14

7

3:17-4:00

8

4

12

*Chart reflects students who chose to participate in the study
According to 2018-19 data (ADE My School Info, 2020), the school district in which the
research was conducted was the largest in the state for student enrollment, with 21,962 students
enrolled in 29 schools on October 1, 2018. The district’s average teacher salary was reported as
$60,466 in comparison to the state’s average teacher salary of $50,295. The 2018-19 data
indicated that 70.5% of students enrolled in this district were eligible for free and reduced meals.
This is in comparison to the statewide average of 59.6% of students enrolled who were eligible
for free and reduced meals. The junior high school where the research was conducted will be
referred to as DJHS and included students enrolled in 8th and 9th grade, with an enrollment of 669
students. Furthermore, 87% of students enrolled in the school were identified as coming from
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low-income homes and 48% of students were English Language Learners (ELLs). Demographics
for the school include 62% Hispanic/Latino, 18.2% Hawaiian/Pacific Islander, and 14.3% white
(ADE My School Info, 2020). According to the 2018-19 English Language Arts (ELA) national
assessment data, 49.40% of 8th graders were in need of support, while 43.41% of students tested
were in need of support on the mathematics assessments and 48.35% were in need of support on
the 8th grade science assessment. Additionally, in 2018-19, 325 ELLs were tested, with 33
(10.15%) scoring proficient on the English Language Proficiency Exam (ELPA21). The
attendance rate for all students in the school was 96.05%, with the reported attendance rate for
Hispanic students at 96.52% and for Caucasians 93.84% and a dropout rate of 1.94%. In the
2018-19 school year, 39% of teachers employed at this school had a bachelor’s degree as the
highest degree awarded, 54% had a master’s degree, and 7% had an advanced degree. This is in
contrast to the state’s average of 52% of teachers with a bachelor’s degree as the highest degree
awarded, 43% with a master’s degree, and 1% with an advanced degree. Total expenditures
including state, local, and federal expenditures for this school were reported at $11,627 perpupil, in comparison to the district’s reported $10,060 per pupil expenditures and the state’s
$10,117 reported average for the 2018-19 school year (ADE My School Info, 2020).
Development of the Instrument
A pilot study of the instrument was conducted in February 2020. The subjects of this pilot
study were students enrolled in the researcher’s courses at the university where she was
employed. The convenience audience ranged in ages from 18-30 and represented all
classifications of university students ranging from freshman to graduate-level students. The
participants in this pilot study were emailed a link to the Google Form® survey with an invitation
to participate. Embedded within the Google Form ® were the directions, questions, rating scale,
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and informed consent. The instrument was separated into three categories of FOK: family
impact, interests and skills, and resources. Survey questions related to family impact on career
planning included students’ perceptions with regard to the role that their family background,
experiences, values, languages, and native language. See Figure 3.1 for questions related to
family impact.

Figure 3.1 Family Impact
Questions on FOK assessment related to Family Impact
Questions in the next two sections of the assessment measured participants’ perceptions
of the role that interests and skills and resources had on participant career planning. Perceptions
of participant’s FOK originating from skills gained outside of school, along with communication
skills, household chores, caregiving techniques, hobbies, entertainment, and use of free time
were measured in the section of the instrument related to interests and skills. The final section of
the instrument measured participants’ perceptions of the impact that their resources have on their
career planning. Resources such as knowledge gained outside of school, personal connections to
individuals, connections to resources, family members’ connections to resources and individuals,
friends, connections friends have to resources, along with access to technology were all
evaluated as participants indicated how strongly they agreed or disagreed that each of these
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would help them in career planning. See Figures 3.2 and 3.3 for specific questions related to
interests and skills and resources.

Figure 3.2 Interests and Skills
Questions on FOK assessment related to Interests and Skills

Figure 3.3 Resources
Questions on FOK assessment related to Resources

Individual responses were on a five-point scale where 1 = strongly disagree and 5 =
strongly agree. A Cronbach’s coefficient alpha test was conducted on the completed assessments
to establish reliability. The reliability of the Career Development instrument was high
(Cronbach’s alpha = .91). The coefficient alpha, developed by Lee Cronbach (1951), provided a
generalizable measure of the internal consistency and reliability of each question on the
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instrument, expressed by a number between 0-1. Internal consistency is vital when using an
instrument for research and should be determined before instruments are used for research to
ensure the validity of the findings (Tavakol & Dennick, 2011).
Popham (1981) suggested that the coefficient alpha should be used to compute the
internal consistency of a set of test items where each of the items could receive a range of points.
Popham (1981) further implied that the coefficient alpha provides consistent methods of
calculating reliability and validity from data from a single pilot test administration. Adjustments
to the instrument were made after the completion of the pilot study and follow-up analysis. Three
questions, numbers 1, 4, and 23 were removed to increase the reliability quotient of the
instrument. Appendix A: Pre Assessment and Appendix C: Post Assessment reflect questions
included in the study from which the participant data was collected and analyzed.
Research Design Overview
This study used an embedded mixed methods research design in which quantitative and
qualitative data were collected and analyzed. In this study, both sets of data were utilized to draw
inferences and integrate findings (Plano Clark & Ivankova, 2016), as illustrated in Figure 3.4.
Timing or the relationship between how quantitative and qualitative data are collected and
analyzed (Creswell & Plano Clark, 2011), is essential for understanding the design and
implementation of this study. This study used concurrent timing, where quantitative and
qualitative data were collected and analyzed simultaneously (Plano Clark & Ivankova, 2016)
through the post-assessment instrument. The integration of the statistical data gained from the
pre-posttest design of this study was complemented by the qualitative responses supplied by
participants on the open response questions of the post assessment. Combining these two sets of
data during interpretation allowed the two strands to complement one another and allow for a
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more complete analysis (Green et al., 1989). This study had a quantitative priority, where an
emphasis is placed on the quantitative findings and analysis (Plano Clark & Ivankova, 2016).
Interferences were guided by the study’s research questions and the data supplied by participants.
In this study, the mixing of the quantitative and qualitative strands occurred at all stages of
research, including the design, data collection, data analysis and results, and data interpretation.
With an emphasis on quantitative methods and the concurrent design, this study used the
following notation: QUAN + qual (Creswell & Plano Clark, 2007). The rationale for mixing
methods in this study was to obtain more complete conclusions by using quantitative and
qualitative methods to gain complementary results (Green et al., 1998). Drawing from both data
sets, a more meaningful and complete conclusion can be obtained in which qualitative data
complements the quantitative findings, enhancing the coverage and clarifying the complexity of
this topic (Plano Clark & Ivankova, 2016).
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Figure 3.4 Mixed Methods Design Overview
QUAN + qual integrated mixed methods design of study
The population for this study consisted of eighth-grade students enrolled in six sections
of a career development course at DJHS. The cooperating teacher facilitated instruction for six
sections of this career development course. Informed consent forms, available in digital and
paper formats, were distributed to all students in their native language, including English,
Spanish, and Marshallese. Students who returned their consent form received university
promotional items such as notebooks, pens, folders, and bookmarks, all provided by the
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researcher. Participants who completed the pre and post assessment received a certificate of
appreciation for participating in this study. See Appendix B: Sample Certificate of Appreciation.
All students enrolled in the career development course were invited to complete a 21
question pre-assessment survey via Google Forms®. A link to the Google Form® was published
in the weekly slide deck utilizing Google Slides® and disseminated to all students on the same
day. Slide decks were used for all classes each week and contained daily objectives, assignment
details, and links to resources and videos. This survey included questions pertaining to the
influences family, interests and skills, and resources have on students' career planning. Questions
were derived from key concepts associated with Gonzalez, Moll, and Amanti (2005). The survey
took approximately two minutes for participants to complete and was completed at the beginning
of the class period for all class periods on the same day to limit the amount of crossover between
participants talking about their experiences with other students in the school.
Utilizing the pretest-posttest control group design, three class periods were selected to
serve as the treatment groups. Class periods are 43 minutes in length following the bell schedule.
See Table 3.1. Neither the cooperating teacher nor researcher had control over which
students were enrolled in these classes. Class periods 2, 4, and 6 were randomly selected to serve
as the treatment groups for this study due to their timing in the day and class demographics,
ensuring that at least one class period occurred before lunch and at least one occurred after lunch.
See Table 3.2.
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Table 3.2 Control/Treatment Differentiation
Participant numbers for control and treatment groups by class period
Class Period
Course Timing
Control/Treatment

Total Students

1

8:45-9:28 am

Control

10

2

9:33-10:16 am

Treatment

7

4

11:09-11:52 am

Treatment

9

5

1:41-2:24 pm

Control

6

6

2:29-3:12 pm

Treatment

14

7

3:17-4:00 pm

Control

12

*Chart reflects students who chose to participate in study
Participants in the treatment group received direct instruction about FOK at two
touchpoints throughout the semester. Using FOK as a complementary framework (Yosso, 2005;
Moll, Amanti, Nerff, & Gonzalez, 1992) student diversity was approached from the lens of
recognizing the skills, knowledge, and experiences that students already have, and considering
how they can use these resources and experiences to help them in their career preparation.
Participants in the treatment groups received explicit instruction at two touchpoints in the
semester. Touchpoints were designed to explain FOK, allow students to uncover their unique
FOK, and to encourage reflection about how individual FOK can serve as a resource for future
goals. See Appendix D: Touchpoint #1 Protocol and Appendix E: Touchpoint #2 Protocol.
The cooperating teacher also facilitated three additional class periods of a course related
to career development. Participants enrolled in these sections served as controls for this study
and did not receive direct instruction about FOK throughout the semester. Class periods 1, 5, and
7 were selected as the control groups, ensuring that at least one section occurred in the morning
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and at least one occurred in the afternoon to control for variation in score based on the time of
the day.
All participants completed a post assessment following a “washout” period of eight
weeks, as recommended to reduce the “carry-over” effect of the instruction (Evans, 2020). This
survey was administered in the same format as the previous survey with all students participating
in this study taking the survey on the same day via a link to the Google Form® shared on the
weekly slide deck disseminated through the Google Classroom ® platform. All participants
completed this survey on the same day, and the post assessment used the same questions and the
same format as the pre assessment, with additional opportunities for students to complete open
response prompts. See Appendix C: Post Assessment.
Data-Collection Methods
Prior to beginning the study, informed consent forms were distributed to all students
enrolled in the six sections of the career development course offered at DJHS. Data were
collected from all participants who returned the consent forms through the use of Google Forms .
®

In September, prior to discussing FOK, the cooperating teacher posted the link to the pre
assessment Google Form on students’ slide decks for the week. Students were directed to
®

complete this assessment and turn it into the Google Classroom platform as part of their daily
®

participation. The researcher collected and analyzed the results of this assessment by utilizing
Microsoft Excel to create a spreadsheet. Data were cleaned, organized, sorted, and then
®

uploaded and analyzed utilizing Microsoft Excel . Three students completed the survey twice.
®

Their first response was used. The data were organized according to participant email, gender,
class period, and control/treatment groups.
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In November, all students enrolled in the six sections of the career development courses
were invited to complete the post assessment using the Google Form® link disseminated through
the weekly slide deck. Completion of the assessment was part of the students’ daily participation
expectation. The researcher collected participant responses and made use of Microsoft Excel® to
clean, sort, and organize the data following the same protocol mentioned previously.
Additionally, participant pre assessment and post assessment responses were matched for further
analysis. After cleaning the data through these processes, Microsoft Excel® was utilized to
analyze the quantitative results of the study. Open responses collected in the post assessment
survey were downloaded, sorted, and imported into Dedoose® for analysis.
Data Analysis and Synthesis
The quantitative research questions associated with this study were:
Quantitative Research Questions:
1. According to FOK assessment as it pertains to career preparation:
a. How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre
assessment?
b. How did the responses of students receiving direct instruction differ from the
perceptions of students who did not receive FOK direct instruction?
2. Regarding the subcategory of family impact, interests and skills, and resources on the
FOK assessment:
a. What is the difference in participants between groups?
b. What subcategory do participants perceive to be most important for career
planning?
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3. To what extent do perceptions of males and females differ on the FOK assessment
when looking at family impact, interests and skills, and resources?
Quantitative Questions
The instrument used in this study to measure students’ perceptions (See Appendix A: Pre
Assessment and Appendix C: Post Assessment) consisted of 21 questions that fit within three
categories concerning student perceptions of how their family, interests and skills, and resources.
The instrument had five questions with reference to family impact, nine questions about interests
and skills, and seven questions concerning resources, including knowledge gained outside of
school, personal connections, family members’ connections, friends’ connections, and access to
technology. The instrument used a Likert-type scale with five possible choices ranging from
strongly agree to strongly disagree. The scale required the participants to evaluate each
characteristic according to their perception of how strongly they agree or disagree that each
characteristic will help them plan their future career.
Each question was assigned one of the five possible values used on the Likert-type item.
This procedure was conducted for each of the 21 questions included in the three FOK categories.
Then a sum score or Likert Scale was used for an overall FOK score and each subcategory. A
true Likert Scale is made up of many items which measure the same attitude. Likert items with
five or more categories can often be used as continuous without any harm to the analysis
(Sullivan & Artino, 2013; Zumbo & Zimmerman, 1993). Furthermore, Boone and Boone (2012)
stated that by calculating a composite score from four or more type Likert-type items, the
composite score for Likert scales can be analyzed using an interval measurement scale. The
study’s data was gathered using Google Sheets®. The information was organized and then the
statistical tests for all data were computed on a personal computer utilizing Microsoft
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Excel®. Participants were grouped according to gender (male and female) and categorized into
two classifications according to control and treatment groups.
To better understand the first quantitative research question concerning how students in
the control and treatment group differ on the pre assessment, an independent t test was used. To
analyze the extent that direct instruction impacted students’ perceptions of their FOK, an
independent samples t-test was used to analyze how students receiving direct FOK instruction
differed from students who did not receive direct FOK instruction on the post assessment. To
further analyze differences in control and treatment perspectives on the post assessment, scores
were transposed to reflect a new scale of 1-3 to allow each of the survey questions to be
analyzed. Data collected from the post assessments was organized into three categories: strongly
agree/agree (scores 5-4), neutral (score 3), and disagree/strongly disagree (scores 1-2). After data
was transposed into these three categories, a Chi-square test of independence was performed to
examine the relationship between the control and treatment groups to determine how strongly
participants agreed or disagreed with each question.
When analyzing the second research question regarding the differences in participants’
perceptions for the specific subcategories of FOK (family impact, interests & skills, or resources)
an analysis of variance (ANOVA) was used. The ANOVA is based on the assumption that the
scores in each of the various groups have approximately the same variance, are independent, and
are normally distributed (Maxwell & Delaney, 2004). Follow up tests were conducted to evaluate
which subcategory the participants perceived to have the most difference on both the pre and
post assessment. Additionally, an ANOVA was used to analyze the differences in participant
perspectives for the control and treatment groups and how they varied according to each
subcategory on the post assessment. An independent samples t test was conducted to evaluate the
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extent that males and females differ on the FOK assessment when looking at each of these
subcategories. To further analyze differences in male and female perspectives on individual
survey questions on the post assessment, scores were transposed to reflect a new scale of 1-3.
Data collected from the post assessments was organized into three categories: strongly
agree/agree (scores 5-4), neutral (score 3), and disagree/strongly disagree (scores 1-2). After data
was transposed into these three categories, a Chi-square test of independence was performed to
examine the relationship between gender and how strongly participants agreed or disagreed with
each question.
Qualitative Questions
The qualitative research question associated with this study was: Why do students
perceive specific subcategories of FOK (family impact, interests & skills, or resources) to be
more important, or less important as they plan for future careers? Qualitative researchers must
study people in their natural settings (Yilmaz, 2013). Considering that the Google Classroom®
platform is one that the participants were well acquainted with due to school and district usage,
and that the cooperating teacher was their primary source of information and curriculum
creation, sending the post-assessment survey to participants through the slide deck at the
beginning of the week was the preferred mode of data collection for this study. After the post
assessment questions were collected and sorted, their responses were organized and loaded into a
digital qualitative data analysis software program, Dedoose ®.
The researcher read the student responses to identify emerging codes designed to capture the
essence and essential elements of the participants’ perspectives (Saldaña, 2016). Responses for
each section of the post assessment (family impact, interests and skills, and resources) were
coded using open-coding to allow categories and patterns to emerge from the data (Saldaña,
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2016), then these were used as preliminary findings. This served as a method for continual
analysis and consideration as the qualitative data explained the quantitative findings. Analysis of
the codes that emerge from the open response questions for each section was examined until all
responses from each section of the post assessment were analyzed. The author arrived at major
thematic understandings.
Integrated Mixed Methods Question
The integrated mixed methods question for this study was: If differences are identified,
how do these differences in students’ perceptions of their FOK and the role that these play in
career preparation provide a deeper understanding of career preparation coursework? The results
of the ANOVA, Chi-square tests, t tests, and Dedoose® code occurrences were used to integrate
the findings and answer this mixed research question. A cross analysis of the quantitative and
qualitative data resulting from this study was completed to summarize the findings of this case of
students, identify key themes and issues, and identify additional areas for future study. As the
quantitative and qualitative data converged, the analysis of responses helped the researcher
understand the differences in participants’ perceptions of their FOK and the impact these have on
students’ career preparation.
Limitations of the Study
The sample utilized for this study was a convenience sample from a school and a teacher
with whom the researcher had already established a working relationship. The demographics of
the school district and specific school where the research was conducted do not reflect
population demographics across the state or nation, but do reflect the interests of the researcher
and mirror aspects of school districts in specific urban environments. The largest school district
in the United States is the New York City school system (DOE Data at a Glance, 2020). Data
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reported for the 2020-21 school year reflects that 72.8% of students enrolled in the New York
City school district are economically disadvantaged (DOE Data at a Glance, 2020). This number
is comparable to the 70.5% of students enrolled in the district of this study’s research (ADE My
School Info, 2020). New York City school district also reports that 82.3% of the students
enrolled in their district are minorities (DOE Data at a Glance, 2020), which is comparable to the
80% of students enrolled in the school building where this research was conducted (ADE My
School Info, 2020). The Dallas Independent School District (ISD) is located in Dallas, Texas. As
of the 2018-19 school year, 42.8% of students enrolled in the Dallas ISD were also enrolled in
bilingual and English language learning programs (Dallas ISD, 2019). This is comparable to the
48% of students identified as English language learners at the school where this study was
conducted (ADE My School Info, 2020). While this is not an exhaustive list of school districts
mirroring aspects of the population selected for this study, both districts mirror aspects of the
participants who were engaged in this study involving students’ perceptions of their FOK and the
effect these have on students’ career preparation.
Conducting research during a global pandemic also limited the researcher’s abilities to
interact with students, but on a positive note, it also limited crossover and contamination between
students in varying treatment and control classes included in the study. Continued research on
the influence that FOK have on students’ career preparation should include additional methods
for collecting qualitative data. Focus groups with selected students may produce thick and rich
descriptions with regard to participant perceptions of the role that FOK play in their career
preparation.
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Summary
While much research has been conducted utilizing the FOK approach to study the
educational and career aspirations of students and their families, (Kiyama, 2010; Rios-Aguilar &
Kiyama, 2012; Zipin, Sellar, Brennan, & Gale, 2015), this study utilized the FOK framework in
a CTE course measure students’ perceived values of their own FOK and the impact that these
have on students’ career preparation. This chapter described the instrument creation, design of
the study, and the methodology used in the preparation and completion of this study. Using FOK
as a complementary framework, this study was conducted from the perspective that all students
have multiple forms of capital, especially those who have been marginalized (Yosso, 2005). The
population for this research consisted of 58 eighth-grade students enrolled in six sections of a
career development course at DJHS. Utilizing an embedded mixed method design with
qualitative data collection and analysis embedded within a pre-test post-test design, this study
focused on the impact that direct instruction had on student perceptions concerning their FOK
and how it impacts their future careers. Participants’ responses to the 21 questions on the pre
assessment and post assessment were collected, paired, and analyzed to evaluate changes in
participants’ perceptions. Responses to the six open response questions on the post assessment
were coded using open coding. The integration and analysis for both quantitative and qualitative
data can provide a deeper understanding of differences in students’ perceptions of their FOK and
the effect these have on their career preparation.
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CHAPTER IV: FINDINGS AND ANALYSIS
Introduction and Overview
The purpose of this study was to investigate students’ perceptions of their own Funds of
Knowledge (FOK) and the impact that these funds have on career preparation. The research was
conducted in a CTE classroom with the emphasis on helping students better understand their
personal FOK and the impact these have on career preparation and exploration. The study was
conducted using an embedded mixed methods design with qualitative data collection and
analysis embedded within the quantitative research design. Embedding, or nesting, occurs when
a secondary method is incorporated into a design traditionally associated with the other approach
(Caracelli & Green, 1997; Creswell & Plano Clark, 2011; Creswell, Plano Clark, Gutmann &
Hanson, 2003; Green, 2007; Plano Clark et al., 2013). Quantitative and qualitative data was
collected concurrently, using the strengths of both forms of research through converging the
results and findings (Bryman, 2006; Johnson & Onwuegbuzie, 2004; Reichardt & Cook, 1979).
The quantitative data that emerged from this study were given more priority, while the
qualitative data serves as a complementary supplement to the quantitative findings (Plano, Clark
& Ivankova, 2016). This chapter provides detailed descriptions of the data analysis for each
research question, statistical analysis for the quantitative research questions, open coding and
thematic analysis for the qualitative research question, and integrated methods for the
convergence of the data to answer the mixed methods question.
Research Questions
Traditionally, mixed methods studies have two sets of research questions, including both
quantitative and qualitative questions (Plano Clark & Ivankova, 2016). Teddlie and Tashakkori
(2009) advocate for integrated questions, or questions that address the overall intent of the study.
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The following research questions for this study were identified as quantitative, qualitative, or
mixed research questions:
Quantitative Research Questions:
1. According to FOK assessment as it pertains to career preparation:
a) How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre
assessment?
b) How did the responses of students receiving direct instruction differ from the
perceptions of students who did not receive FOK direct instruction?
2. Regarding the subcategory of family impact, interests and skills, and resources on the
FOK assessment:
a) What is the difference in participants between groups?
b) What subcategory do participants perceive to be most important for career
planning?
3. To what extent do perceptions of males and females differ on the FOK assessment
when looking at family impact, interests and skills, and resources?
Qualitative Research Question:
1. Why do students perceive specific subcategories of FOK (family impact, interests
and skills, or resources) to be more important, or less important as they plan for
future careers?
Integrated Mixed Methods Question:
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1. If differences are identified, how do these differences in students’ perceptions of their FOK
and the role that these play in career preparation provide a deeper understanding of career
preparation coursework?
Statistical Analysis Quantitative Data
A survey instrument was used in this study to measure students’ perceptions (See
Appendix A: Pre Assessment and Appendix C: Post Assessment). The pre assessment consisted
of 21 questions that fit within three categories concerning student perceptions of how their
family, interests and skills, and resources. The instrument had five questions about family
impact, nine questions pertaining to interests and skills, and seven questions concerning
resources, including knowledge gained outside of school, personal connections, family members’
connections, friends’ connections, and access to technology. The instrument used a Likert-type
scale with five possible choices ranging from strongly agree to strongly disagree. The scale
required the participants to evaluate each characteristic according to their perception of how
strongly they agree or disagree that each characteristic will help them plan their future
careers. The post-assessment instrument contained the same 21 questions in the three categories.
One Likert-type item was removed from the category of family impact to increase the internal
consistency. Internal consistency describes the extent to which all the items in a test measure the
same concept or construct (Tavakol & Dennick, 2011). The remaining 20 questions were used
for analysis.
The results from the survey were loaded into a Microsoft Excel ® document and organized
for analysis. A value of one was assigned to students identified in the control group and a two for
those in the treatment group. Similarly, a value of one was assigned to female students and a
value of two was assigned to male students. Each of the five possible choices used on the Likert-
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type scale was assigned to each student's survey results where the scale ranged from 1 (strongly
disagree) to 5 (strongly agree). The mean of two or more ordinal variables created an
approximately continuous variable allowing for the participants’ combined Likert-type raw
scores to be used to calculate a mean for each category ("Can an Ordinal Likert Scale be a
Continuous Variable? - Statistics Solutions", 2021). This procedure was conducted for each of
the 20 questions included in the three categories. Datasheets were copied where one sheet
included participants grouped according to gender (male and female) and one where participants
were categorized into control or treatment groups.
Research Question 1 asked the question, According to the FOK assessment as it pertains
to career preparation:
a)

How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre
assessment?

b)

How did the responses of students receiving direct FOK instruction differ from
students who did not receive FOK direct instruction?

An independent-samples t test was conducted to evaluate the first quantitative research
question concerning how participants in the control and treatment groups differ on the pre
assessment. Among the 8th graders who participated in this study (N = 58), there was no
statistically significant difference between the control and treatment groups on the pre
assessment, t(56) = 2.00, p = .56. Further, Cohen’s effect size value (d = .162) suggested low
practical significance. Participants in the treatment group (M = 3.69, SD = .62) scored slightly
lower on the FOK pre assessment than participants in the control group (M = 3.78, SD = .49).
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An independent-samples t test was also conducted to evaluate the second part of research
Question 1 regarding how the responses of students who received direct FOK instruction differed
from students who did not receive direct instruction. With an alpha set at .05, the difference on
the post assessment between the control and treatment groups was not significantly different,
t(56), = 2.00, p= .55. While participants in the treatment group (M = 3.73, SD = .73) scored
slightly higher on the post assessment than participants in the control group (M=3.63, SD =.63),
Cohen’s effect size value (d= .147) suggested low practical significance.
To further analyze differences in control and treatment perspectives on the post
assessment, scores were transposed to reflect a new scale of 1-3 to allow each of the 20 survey
questions to be analyzed. Data collected from the post assessments were organized into three
categories: strongly agree/agree (scores 5-4), neutral (score 3), and disagree/strongly disagree
(scores 1-2). After data was transposed into these three categories, a Chi-square test of
independence was performed to examine the relationship between the control and treatment
groups to determine how strongly participants agreed or disagreed with each question. Group
differences were not significant for 19 of the questions analyzed on the post assessment.
The results of the Chi-square tests were significant for one question related to family
impact. The results of question Q#4 “My family members’ occupation(s) will influence my
decision when planning my future career” were significant X2 (2, N=58) = 10.92, p = .004. A
greater percentage of participants in the control group 46% (N=13) strongly agreed/agreed with
the statement “My family members’ occupation(s) will influence my decision when planning my
future career” while 40% (N=12) of participants in the treatment group strongly agreed/agreed to
this statement. Additionally, results suggest that participants in the control group were more
likely to strongly disagree/disagree that their family members’ occupation(s) will influence their
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decision when planning for future careers (39%, N = 11), while only 10% (N = 3) of the
participants in the treatment group strongly disagree/disagree with this statement. Half of the
participants in the treatment group (50%, N = 15) were neutral on the statement that their family
members’ occupation(s) would influence their decisions when planning their future career. See
Table 4.1.
Table 4.1
Control and Treatment Analysis on Q #4
Control (N=28)
Q #4

Treatment (N=30)

N

%

N

%

Strongly Agree/Agree

13

46%

12

40%

Neutral

4

14%

15

50%

Strongly Disagree/Disagree

11

39%

3

10%

*Chart reflects post assessment data from students who chose to participate in study
Research Question 2 asked the question regarding the subcategory of family impact,
interests and skills, and resources on the FOK assessment:
a)

What is the difference in participants’ perceptions between groups?

b)

What subcategory do participants perceive to be most important for career planning?
A one-way analysis of variance (ANOVA) was conducted to determine the difference in

participants’ perceptions for the specific subcategories of FOK (family impact, interests and
skills, or resources) on the assessment. The independent variable included three specific
categories: family impact, interests and skills, and resources. The dependent variable was the
participants’ perception scores. The ANOVA is based on the assumption that the scores in each
of the various groups have approximately the same variance, are independent, and are normally
distributed (Maxwell & Delaney, 2004). The study’s data satisfies the three assumptions of
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independent observations, normal population distribution, and the same variances. An ANOVA
was run on all participants to determine if there was a significant difference in how participants
perceived the three subcategories: family impact, interests and skills, and resources. On the pre
assessment, participants’ perceptions of the importance of the three subcategories were
significant, F(2, 171) = 34.32, p = ~0.
Post Hoc t-tests were used to evaluate which subcategory the participants’ perceived to
be most important. While an ANOVA test indicates if the group means are equal or significantly
different, follow up post hoc tests control the experiment-wise error rate while exploring the
differences between group means (Frost, 2021). Follow up tests were conducted to evaluate
pairwise differences among the means. With an alpha set at .05, the difference between the
subcategories family impact (M = 2.93) and interests and skills (M= 3.83) was significantly
different, t(56) = 2.00, p = ~0. The difference between the subcategories family impact (M =
2.93) and resources (M = 3.63) was statistically significant t(56) = 2.00, p = ~0, and the
difference between interests and skills (M = 3.83) and resources (M = 3.63) was also statistically
significant t(56), = 2.00, p = 0.005. The 95% confidence intervals for the pair wise differences,
as well as the means and standard deviations for the three subcategories are reported in Table
4.2.
Table 4.2
Pretest ANOVA Analysis by Subcategory
Subcategory
M

SD

Confidence Intervals

Family Impact

2.93

.49

2.80 - 3.06

Interests and Skills

3.83

.62

3.67 - 3.99

Resources

3.63

.70

2.45 - 3.81

*Chart reflects data from students who participated in the study
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An ANOVA was also completed for the post assessment and the perceptions of
participants on the three categories were significant, F(2, 171) = 21.49, p = ~0. Post hoc t-tests
were used to evaluate which subcategory the participants’ perceived to be most important.
Follow up tests were conducted to evaluate pairwise differences among the means. With an alpha
set at .05, the difference between the subcategories family impact (M = 2.96) and interests and
skills (M= 3.68) was significantly different, t(56), = 2.00, p = ~0. The difference between the
subcategories family impact (M = 2.96) and resources (M = 3.74) was also statistically
significant t(56), = 2.00, p = ~0. However, unlike the pre assessment, the difference between
interests and skills (M = 3.63) and resources (M = 3.74) was not statistically significant t(56), =
2.00, p = 0.67. The 95% confidence intervals for the pair wise differences, as well as the means
and standard deviations for the three subcategories are reported in Table 4.3.
Table 4.3
Post-test ANOVA Analysis by Subcategory
Subcategory
M

SD

Confidence Intervals

Family Impact

2.96

.66

2.79 - 3.13

Interests and Skills

3.68

.74

3.49 - 3.87

Resources

3.74

.75

3.55 - 3.93

*Chart reflects data from students who participated in study
Additional analysis of the differences in participant perspectives was calculated through
analyzing the differences between how the control and treatment groups varied according to each
subcategory on the post assessment. An ANOVA was completed for the post assessment in
regard to the control and treatment group perceptions on the three categories was significant,
F(2, 81) = 12.80, p = ~0. Post hoc t-tests were used to evaluate which subcategory the treatment
group perceived to be most important. With an alpha set at .05, there was a statistically
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significant difference in the treatment group between the subcategories family impact (M = 3.03)
and interests and skills (M= 3.73), t(29), = 2.00, p = ~0. The treatment group differences
between the subcategories family impact (M = 3.03) and resources (M = 3.76) was also
statistically significant t(29), = 2.00, p = ~0. However, the treatment group differences between
interests and skills (M = 3.73) and resources (M = 3.76) was not statistically significant t(29), =
2.00, p = 0.68.
Similarly, an ANOVA was completed to determine which subcategories were statistically
significant for the control group of participants. With an alpha set at .05, the control group
reported statistically significant differences between the subcategories family impact (M = 2.88)
and interests and skills (M= 3.63), t(27), = 2.00, p = ~0. The control group differences between
the subcategories family impact (M = 2.88) and resources (M = 3.71) was also statistically
significant t(27), = 2.00, p = ~0. However, the control group differences between interests and
skills (M = 3.63) and resources (M = 3.71) was not statistically significant t(27), = 2.00, p = 0.37.
When comparing the control and treatment means, the treatment means all increased after
receiving direct instruction in all three subcategories. The control group means showed a
decrease in family impact and interests and skills and a slight increase in their perceptions with
regard to resources. See Table 4.4.
Table 4.4
ANOVA Analysis by Group on Pre Assessment and Post Assessment
Pre Assessment

Post Assessment

M

SD

M

SD

Family Impact

2.90

.51

2.88

.71

Interests and Skills

3.96

.50

3.63

.67

Control Group
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Table 4.4 Cont.
Pre Assessment

Post Assessment

M

SD

M

SD

3.96

.50

3.71

.67

Family Impact

2.95

.49

3.03

.62

Interests and Skills

3.70

.71

3.73

.81

Resources

3.70

.71

3.76

.82

Resources
Treatment Group

*Control Group N = 28 and Treatment Group N = 30.
Research Question 3 asked, to what extent do perceptions of males and females differ on
the FOK assessment when looking at family impact, interests and skills, and resources? An
independent-samples t test was conducted to evaluate how males and females differ on the FOK
assessment when looking at these three subcategories. On the pre assessment female perceptions
(M = 3.47) were slightly higher than male perceptions (M = 3.45) yet their differences were not
statistically significant t(56), = 2.00 p = 0.90. In comparison to the pre assessment, female
perceptions slightly decreased (M = 3.43) on the post assessment while male perceptions slightly
increased (M = 3.48), yet the differences were not statistically significant t(56), = 2.00 p = 0.75.
While the differences were not statistically significant on the overall assessment,
additional analysis of the perceptions on each subcategory revealed differences in how
participants viewed the importance of family, interests and skills, and resources in their career
planning. On the pre assessment, male perceptions of family impact (M=2.98) were slightly
higher than females perceptions (M=2.89) and males perceptions of resources (M=3.64) were
slightly higher than females perceptions (M=3.61). On the pre assessment, both genders
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perceived interests and skills to be most valuable when planning for careers with male
perceptions (M=3.75) slightly lower than females perceptions (M=3.92). With an alpha set at .05,
the difference in perceptions for the three subcategories was not significantly different. On the
post assessment, male perceptions of family impact (M=3.03) were slightly higher than female
perceptions (M=2.87) and male perceptions of interests and skills (M=3.71) were also slightly
higher than females perceptions (M=3.65). On the post assessment, both genders perceived
resources to be most valuable when planning for careers with male perceptions (M=3.71) slightly
lower than females perceptions (M=3.77). See Table 4.5.
Table 4.5
Male and Female Perceptions on Subcategories
Males

Females

M

SD

M

SD

Family Impact

2.98

.59

2.89

.36

Interests and Skills

3.75

.73

3.92

.47

Resources

3.64

.78

3.61

.61

Family Impact

3.03

.72

2.87

.59

Interests and Skills

3.71

.87

3.65

.57

Resources

3.71

.88

3.77

.57

Pre Assessment

Post Assessment

*Males N = 31 and Females N = 27
To further analyze differences in male and female perspectives on individual survey
questions on the post assessment, scores were transposed to reflect a new scale of 1-3. Data
collected from the post assessments were organized into three categories: strongly agree/agree
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(scores 5-4), neutral (score 3), and disagree/strongly disagree (scores 1-2). After data was
transposed into these three categories, a Chi-square test of independence was performed to
examine the relationship between gender and how strongly participants agreed or disagreed with
each question. Gender differences were not significant for 18 of the 20 questions analyzed on the
post assessment. The two questions that showed a significant difference were Q#6 “The skills I
have gained outside of school will help me in career planning” and Q#16 “The personal
connections I have to individuals will help me in career planning.”
The results of the Chi-square tests were significant for two questions, with one question
related to students’ interests and skills and the other question related to resources. The results of
the question “The skills I have gained outside of school will help me in career planning” were
significant X2 (2, N=58) = 10.69 p = .005. Male responses to this question revealed 83% (N=25)
strongly agreed/agreed with the statement “The skills I have gained outside of school will help
me in career planning” while 48% (N=13) of females were neutral on this statement. Overall,
these results suggest that males strongly agree/agree that the skills they have gained outside of
school will help them in career planning in comparison to the 44% (N=12) of female participants
in this study. The results of the question “The personal connections I have to individuals will
help me in career planning” were significant X2 (2, N=58) = 6.33 p = .004. Male responses to this
question revealed that 60% (N=18) strongly agreed/agreed with the statement “The personal
connections I have to individuals will help me in career planning” while 44% (N=12) of females
were neutral on this statement. See Table 4.6.
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Table 4.6
Male and Female Perceptions on Specific Questions
Males (N=31)
Perception

Females (N=27)

N

%

N

%

Strongly Agree/Agree

25

83%

12

44%

Neutral

3

10%

13

48%

Strongly Disagree/Disagree

2

7%

2

7%

Strongly Agree/Agree

18

60%

13

48%

Neutral

5

17%

13

44%

Strongly Disagree/Disagree

7

23%

2

7%

Q# 6

Q# 16

Analysis Qualitative Data
The qualitative research question associated with this study was: Why do students
perceive specific subcategories of FOK (family impact, interests and skills, or resources) to be
more important or less important as they plan for future careers? A survey instrument was used
in this study to measure participants’ perceptions on FOK. See Appendix A: Pre Assessment and
Appendix C: Post Assessment. The post-assessment instrument contained the same questions
included in the pre-assessment instrument broken down into three categories: family impact,
interests and skills, and resources. To better understand the qualitative research question, six
open response questions were included in the post assessment. Open response questions were
optional for participants to complete; therefore, findings reflected from this sample audience
reflect the thoughts of participants who were willing to elaborate on their perceptions of their
FOK. All participants provided answers to all response questions with 93% (N = 54) of
participants answering all six open response prompts. See Table 4.7.
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Table 4.7
Open Response Questions on Post Assessment
Subcategory

Open Response Question

Family Impact

How does your family impact your career planning?

Interests and Skills

What specific skills do you have that will help you in career planning?
What specific interests do you have that will help you in career planning?

Resources

What specific knowledge have you gained outside of school that will help
you in career planning?
What specific connections do you have that will help you in career
planning?
How are your career goals impacted by your "Funds of Knowledge"?

The qualitative results from the survey were loaded into a Microsoft Excel ® document
and organized for analysis. Participant responses for each question were organized to reflect
participant grouping (control and treatment) and gender. Responses were loaded into Dedoose ®
for each of the six open response questions and pseudonyms were created for each participant.
The question “How does your family impact your career planning?” was designed to understand
why students perceive family impact to be important. Questions related to interests and skills
included, “What specific skills do you have that will help you in career planning?” and “What
specific interests do you have that will help you in career planning?” Questions related to the
specific subcategory of resources involved prompts such as, “What specific knowledge have you
gained outside of school that will help you in career planning?”, “What specific connections do
you have that will help you in career planning?” and “How are your career goals impacted by
your Funds of Knowledge?” Taken together, participant responses to these questions helped the
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researcher better understand the qualitative research question: Why do students perceive specific
subcategories of FOK to be most important as they plan for future careers?
The researcher read the student responses to identify emerging codes designed to capture
the essence and essential elements of the participants’ perspectives (Saldaña, 2016). Responses
for each section of the post assessment (family impact, interests and skills, and resources) were
coded using open-coding to allow categories and patterns to emerge from the data (Saldaña,
2016). The researcher used these as preliminary findings rather than line-by-line coding as a way
for continual analysis and consideration. Categories were single words or phrases, such as career
goal impact, communication skills, autonomy/self-reliance, and neutral/negative. Analysis of the
codes that emerged from the open response questions for each section was examined until all
responses from each section of the post assessment were analyzed and the author arrived at
major thematic understandings. Throughout this process, the qualitative data helped explain the
quantitative findings. See Figure 4.1 Code cloud which reflects codes identified in participant
responses to open response questions.

Figure 4.1
Packed Code Cloud
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Multiple readings and analysis of the data yielded the following themes to understand
better why participants perceive specific subcategories of FOK to be most important as they plan
for future careers. Participant responses to open response questions on the post assessment reflect
the importance of family guidance and support, a recognition of skills perceived to be important
for career success, a reflection of autonomy or self-reliance that leads to a goal oriented mindset,
and a negative or neutral mindset related to the impact FOK have on participants’ career
aspirations. The excerpts presented are representative samples of the larger data set. See Table
4.8.
Table 4.8
Code Presence Analysis
Control

Treatment

Males

Females

(N=28)

(N=30)

(N=31)

(N=27)

N

N

N

N

Autonomy/Self-Reliance

7

22

13

16

Career Goal Impact

40

61

31

24

Communication Skills

11

7

9

5

Family & Family Experiences

12

18

15

12

Family Guidance & Support

14

15

16

13

Future Goals

26

29

30

25

Interpersonal/Social Skills

26

29

31

24

Neutral/Negative

35

57

31

25

Physical Skills

24

28

29

23

Code

*N = number of times a code was identified in post assessment open response questions
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Theme One Support and Guidance from Family
One finding of this study suggested that participants perceive the support and guidance
they receive from their family to be important as they plan for their future careers. When asked,
“How does your family impact your career planning?” participant responses indicated that they
found the support and guidance they received from family members to be beneficial to them as
they prepared for their future careers. The code family guidance & support was present in both
groups of participants (control N = 14; treatment N = 15) and in both genders (male N = 16;
female N = 13). This code co-occurred 10 times with the code career goal impact, indicating a
correlation of these two concepts. The code career goal impact was identified more in the
treatment group (N = 61) than in the control group responses (N = 40) and was present more in
male responses (N = 31) than in females’ (N = 24).
Tatiana (female, treatment group) wrote, “My family impacts my career planning because
they want me to be a big person in life and get a good job, so I could ask them for options on
some good jobs.” This response is similar to many participant responses, indicating the
importance of family members’ guidance on students in their career planning. Juanita, another
female in the treatment group reported, “They impact my career planning because they are my
family, they are supposed to support me in anything I need and want and help with during my
life.” Family support and guidance were noted as methods of family impact on career planning,
and these excerpts reflect the responses of many participants of this study.
Participant responses also indicated the importance of support and guidance from family
when answering the question, “What specific knowledge have you gained outside of school that
will help you in career planning?” Jasper (male, control group) reported, “My family have [sic]
told me how the selling and buying cars and houses is like and I feel that’s what’s going to help
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me.” He continued by adding, “What I want to do when I group up is real estate and
selling/buying cars. Lots of my family are already into these types of things so they will try and
help me out.” Jasper’s response indicates his connection between his family’s experiences,
guidance and support, and his own future career aspirations.
Eli, another male in the control group, reported “They take me to work and to help them
on stuff they need.” Eli’s response reflected the impact of direct experiences with family
members guiding him with the skills he needed to be successful in a specific occupation through
hands-on experiences in the workplace. Additionally, Caroline (female, treatment group) wrote,
“I have seen how the real world works from my parents, so I will have some understanding of
what I need to make sure my career provides. Seeing how your family’s occupations work can
make you want to do something similar.” Her response reflects an awareness of the impact that
family members’ knowledge, skills, and experiences can have on one’s own career preparation.
In addition to family guidance and support being linked with career goal impacts,
participant responses reflect a correlation between the family and physical skills. The code
physical skills was present in both groups of participants (control N = 24; treatment N = 28) and
in both genders (male N = 29; female N = 23). This code co-occurred 12 times with the code
family guidance & support, indicating a correlation of these two concepts. The code family &
family experiences was identified more in the treatment group (N = 18) than in the control group
responses (N = 12), and was also present slightly more in male responses (N = 15) than in
females (N = 12). Participant responses reflect perceptions of the connection between the
physical skills their family members have and how this can impact their own career
opportunities. Alberto (male, treatment group) reflected on his great grandfather. “His name was
Joe, but I call him Papa Joe. He is a retired veteran from the navy.” Alberto further discusses
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how he learned how guns function and how to defend himself, along with how to be a good
leader and team player. He saw these physical skills that he learned from his family as “valuable
skills when preparing for future careers.”
Numerous participants shared their family occupations, noting the specific jobs or
occupations their family members had and how their family members could guide and support
them with their future careers. LaTisha (female, treatment group) discussed her family friend
who is a veterinarian reporting “she said she would help me become a veterinarian.” Jose (male,
control group) wrote, “Since my dad works at Tyson he knows a lot of people through there so
that can help me” and Raquel (female, treatment group) shared, “When I grow up I want to be an
architect, and my dad is a framer in construction.”
Theme Two Skills for Career Success
Questions related to interests and skills included, “What specific skills do you have that
will help you in career planning?” and “What specific interests do you have that will help you in
career planning?” yielded a variety of responses indicating participants’ awareness of the roles
that interests and skills have in assisting with career preparation. Participant responses indicated
a recognition of communication skills, interpersonal and social skills, and physical skills which
would all help them in career planning. The code communication skills was present in both
groups of participants (control N = 11; treatment N = 7) and in both genders (male N = 9; female
N = 5). Numerous participant responses included skills such as “eye contact,” “listening,”
“speaking,” “good body posture,” “how to start a conversation,” and “how to give
presentations.”
Heather (female, control group) reported that the two specific skills she had included
“being respectful and being able to speak Spanish.” Of note, Heather was the only participant
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who included her bilingual abilities as an important skill for career planning. In multiple
responses, participants linked communication skills and interpersonal/social skills together when
discussing skills essential for career preparation. The code interpersonal/social skills was present
in both groups of participants (control N = 24; treatment N = 28) and in both genders (male N =
29; female N = 23). Many participants wrote that their abilities to “get along with others,”
“exhibit teamwork,” “leadership,” and “how to act good” were skills they possess which will
help them in career planning. Juanita (female, treatment group) indicated a specific skill she has
is the ability “to listen to other’s ideas because their ideas might help too.” Listening to others is
an essential component of communication, while learning from others reflects
interpersonal/social skills. Maria (female, treatment group) reflected “I have learned friends is
just a word so I can’t trust anyone.” She also reported “I am sociable and can talk to people
mostly very easy. Maybe in my job, they need someone who can talk to customers good.” As an
eighth grade student, Maria is learning the interpersonal/social skills involved in friendships, and
has identified her own communication skill strengths and how these can translate to her success
in a future career. Participant responses to the open response prompts suggest that
communication skills and interpersonal/social skills are two of the most valuable skills they have
to help them in their career preparation.
Theme Three Self-reliance and Goal Oriented Mindsets
In answering the qualitative question “Why do students perceive specific subcategories of
FOK (family impact, interests and skills, or resources) to be most important as they plan for
future careers?” two interconnected codes emerged from the participant responses:
autonomy/self-reliance and future goals. Responses from participants in the treatment group
were coded with autonomy/self-reliance more frequently than responses from participants in the
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control group (control N =7; treatment N = 22), while male and female responses were coded
more equally (male N = 13; female N = 16). The code future goals was present in both groups of
participants (control N = 26; treatment N = 29) and in both genders (male N = 30; female N =
25). Participants in this study demonstrate they perceive their abilities and self-reliance, along
with a goal-oriented mindset, to be important as they planned for their future.
Autonomy/self-reliance codes were present in a variety of responses as participants
reported knowing “how to do a variety of tasks,” “taking care of animals,” “providing childcare,”
“doing things on my own,” and “using technology” to achieve their goals. Participant responses
also included many positive including statements such as, “I can do a lot of things,” “I have a lot
of skills,”, and “independence.” LaTisha, (female, treatment group) reported, “I already know
what I’m going to do when I group up and have my whole life planned out for college.” She also
said, “I want to become successful and make my whole family proud.” This response reflects the
self-reliance and autonomy present in numerous participant responses on the post assessment.
The last question of the post assessment asked “How are your career goals impacted by
your FOK"? Jillian (female, treatment group) reported that knowing more about her FOK
“boosts my confidence and it reminds me how much education I need to get the job I want.”
Vanessa (female, treatment group) wrote that FOK knowledge encourages her to work hard and
study more in life so that she can go to college and, “become who I want to be.” Another female
in the treatment group, Caroline, wrote, “I have learned what I want someday, but also learned
what I need from a career to be successful. Both of these combined will help me decide what
career may be best for me someday.” Participant responses reflect a recognition that their
autonomy and self-reliance are two FOK that may impact their career planning.
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Theme Four Neutral or Negative Perspectives
Another finding of this study was the presence of a neutral or negative response to
questions asked on the post assessment. Open response questions were optional for participants
to complete and 93% (N = 54) of participants answering all six open response prompts. While
open response questions were optional, many participants chose to respond with “idk,” “I’m not
sure,” or “I don’t know” for multiple prompts. The code neutral/negative was present in all
groups, with more participants in the treatment group responding in neutral or negative ways (N
= 57) than participants in the control group (N = 35). Male responses (N = 31) were also coded
with the neutral/negative code more frequently than females (N = 25). When asked “How are
your career goals impacted by your "Funds of Knowledge"? Geraldo (male, treatment group)
responded, “They are not, because no matter what my FOK is I can pick my own career and
work towards it.”
Integrated Mixed Data Analysis
The integrated mixed methods question for this study was: If differences are identified,
how do these differences in students’ perceptions of their FOK and the role that these play in
career preparation provide a deeper understanding of career preparation coursework? The results
of ANOVA, t-tests, and Dedoose® code occurrences were used to integrate the findings and
answer this mixed research question. A cross analysis of the quantitative and qualitative data
resulting from this study was completed to summarize the findings of this case of participants,
identify key themes and issues, and identify additional areas for future study. As the quantitative
and qualitative data converged, the analysis of responses assisted the researcher in understanding
the differences in participants’ perceptions of their FOK and the impact these have on career
preparation.

71

Results of the integration of quantitative and qualitative data reveal that participants’
perceptions of their FOK differ in which areas they perceive to be most important. This
difference can be noted in participants’ responses on the post assessment. Participant perceptions
on the impact their interest and skills would have on their career planning were not statistically
significant from their perception that their resources would have on their future careers.
Participant responses to the open response questions showcased an understanding of how
communication skills and interpersonal skills impact their career planning. Participant
recognition of their family members as a resource for guidance and support was another theme
that emerged from the qualitative data. The quantitative and qualitative data results give insights
into what participants in this study perceive to be important for career planning.
Further integration of data revealed that male and female participants in this study
evaluate subcategories of FOK differently. Male and female perceptions of the skills they gained
outside of school and personal connections to individuals to help with career planning. The
results of the question “The skills I have gained outside of school will help me in career
planning” were significant X2 (2, N=58) = 10.69 p = .005. Male responses to this question
revealed 83% (N=25) strongly agreed/agreed with the statement “The skills I have gained
outside of school will help me in career planning” while 48% (N=13) of females were neutral on
this statement. More male participants strongly agree/agree that the skills they have gained
outside of school will help them in career planning in comparison to the 44% (N=12) of female
participants in this study. The results of the question “The personal connections I have to
individuals will help me in career planning” were also significant X2 (2, N=58) = 6.33 p = .004.
Male responses to this question revealed that 60% (N=18) strongly agreed/agreed with the
statement “The personal connections I have to individuals will help me in career planning” while
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44% (N=12) of females were neutral on this statement. These results suggest that males more
strongly agree/agree that the personal connections they have to individuals will help them in
career planning in comparison to the 48% (N=13) of females who also strongly agreed/agreed
with this statement. The differences in what males and females perceive to be most important for
career planning provide a deeper understanding of students’ perceptions of their FOK and the
effect these have on their career preparation.
Summary
While much research has been conducted utilizing the FOK approach to study the
educational and career aspirations of students and their families, (Kiyama, 2010; Rios-Aguilar &
Kiyama, 2012; Zipin, Sellar, Brennan, & Gale, 2015), this study implemented the FOK
framework in a CTE course to measure students’ perceived assessments of their own FOK and
the impact that these have on students’ career preparation. This chapter described the data
analysis for each research question, statistical analysis for the quantitative research questions,
open coding and thematic analysis for the qualitative research question, and integrated methods
for the convergence of the data to answer the mixed methods question. Using FOK as a
complementary framework, this study was conducted from the perspective that all students have
multiple forms of capital, especially those who have been marginalized (Yosso, 2005). The
results of the 58 eighth-grade participants enrolled in six sections of a career development course
at DJHS indicated that there was no significant difference between the control and treatment
participants’ perceptions of FOK on the post assessment. Participants in the treatment group
scored slightly higher on the post assessment than participants in the control group. While group
differences were not statistically significant, how group members responded to individual
questions was significant for one question related to family members’ occupations. Participants
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in the control group were more likely to strongly disagree/disagree that their family members’
occupation(s) will influence their decision when planning for future careers than participants in
the treatment group.
To answer the second quantitative research question, an ANOVA was completed on all
participant responses to determine if there was a significant difference in how participants
perceived the three subcategories: family impact, interests and skills, and resources. Results of
the test revealed a difference in participants’ perceptions of the importance of the three
subcategories on both the pre assessment and post assessment. Results of post hoc t-tests showed
statistically significant differences between the subcategories family impact and resources,
family impact and resources, and interests and skills and resources on the pre assessment. On the
post assessment, post hoc t-results showed statistically significant differences between family
impact and interests and skills, and family impact and resources. However, unlike the pre
assessment, the difference between interests and skills and resources was not statistically
significant.
Results of an independent-samples t test were not statistically different regarding the
extent that males’ and females’ perceptions differ on the FOK assessment when looking at
family impact, interests and skills, and resources. The pre assessment indicated that female
perceptions (M = 3.47) were slightly higher than male perceptions (M = 3.45) yet their
differences were not statistically significant t(56), = 2.00 p = 0.90. In comparison to the pre
assessment, female perceptions slightly decreased (M = 3.43) on the post assessment while male
perceptions slightly increased (M = 3.48), yet the differences were not statistically significant
t(56), = 2.00 p = 0.75.
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While the differences were not statistically significant on the overall assessment,
additional analysis of the perceptions on each subcategory revealed differences in how
participants viewed the importance of family, interests and skills, and resources in their career
planning. The pre assessment showed that male perceptions of family impact (M=2.98) were
slightly higher than females perceptions (M=2.89) and males perceptions of resources (M=3.64)
were slightly higher than females perceptions (M=3.61). The pre assessment indicated that both
genders perceived interests and skills to be most valuable when planning for careers with male
perceptions (M=3.75) were slightly lower than females perceptions (M=3.92). On the post
assessment, male perceptions of family impact (M=3.03) were slightly higher than females
perceptions (M=2.87) and males’ perceptions of interests and skills (M=3.71) were also slightly
higher than females perceptions (M=3.65). Additionally, post assessment results showed that
both genders perceived resources to be most valuable when planning for careers with male
perceptions (M=3.71) slightly lower than females perceptions (M=3.77).
Additional analysis of responses for each question showed a statistical difference in how
male and female participants responded to two questions: Q#6 “The skills I have gained outside
of school will help me in career planning” and Q#16 “The personal connections I have to
individuals will help me in career planning.” Male responses revealed 83% (N=25) strongly
agreed/agreed with Q#6, while 48% (N=13) of females were neutral on this statement. Overall,
these results suggest that more males strongly agree/agree that the skills they have gained outside
of school will help them in career planning in comparison to the 44% (N=12) of female
participants in this study. The results of Q#16 were significant as male responses to this question
revealed that 60% (N=18) strongly agreed/agreed with the statement “The personal connections I
have to individuals will help me in career planning” while 44% (N=12) of females were neutral
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on this statement. Overall, these results suggest that more males strongly agree/agree that the
personal connections they have to individuals will help them in career planning in comparison to
the 48% (N=13) of females who also strongly agreed/agreed with this statement.
The embedded mixed method design used the results of the open response questions to
help answer the qualitative question concerning why students perceived specific subcategories of
FOK (family impact, interests and skills, or resources) to be most important as they plan for
future careers. Participant responses reflect the importance of family guidance and support, a
recognition of skills perceived to be important for career success, a reflection of autonomy or
self-reliance that leads to a goal oriented mindset, and a negative or neutral mindset related to the
impact FOK have on participants’ career aspirations.
The integration and analysis for both quantitative and qualitative data revealed
participants varied in the subcategory of FOK they perceive to be most important, while
recognizing communication skills and interpersonal skills as being important skills for career
preparation. Additionally, participants’ perceptions of the value their family members’ guidance
and support provide for their career planning give insights into what participants in this study
perceive to be important for career planning. Differences in what males and females perceive to
be most important when planning for careers were also reflected in the results from this case
study of participants. The study’s results provide a deeper understanding of students’ perceptions
of their FOK and the effect of these funds on students’ career preparation.
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CHAPTER V: DISCUSSION, RECOMMENDATIONS, AND CONCLUSIONS
Overview of Purpose
For more than 100 years, CTE has been charged with the task of preparing today’s youth
for the workplace of tomorrow (Stringfield et al., 2017). The Strengthening Career and Technical
Education for the 21st Century Act in September of 2016 reauthorized and reformed the Carl D.
Perkins Career and Technical Education Act (Kiyama & Rios-Aguilar, 2018). Additionally, this
bill was promised to be a landmark step toward closing the nation’s skills gap by ensuring “that
students, especially historically disadvantaged and underserved students, are prepared for success
in high-demand jobs that offer living wages, employer benefits, and opportunities for meaningful
career advancement” (162 Cong. Rec. H4185, 2017). While CTE teachers may focus on
preparing students of today for the workplace of tomorrow, little emphasis has been given to the
skills, experiences, and abilities that students bring into the classroom and how this impacts their
career aspirations.
The purpose of this mixed methods study was to investigate students’ perceptions of their
own Funds of Knowledge (FOK) and the impact that these funds have as students explore career
opportunities. Research was conducted in a CTE classroom with an emphasis on helping students
better understand the impact FOK have on career exploration and preparation. The study was
conducted using an embedded mixed methods design with qualitative data collection and
analysis embedded within the quantitative research design. This chapter provides detailed
descriptions of the limitations, data collection, and summary of findings for the quantitative,
qualitative, and integrated mixed methods questions. Additionally, this chapter concludes with a
discussion of the findings, recommendations for further research, and conclusions drawn from
this study.
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Limitations
There are a few noteworthy limitations that should be considered when interpreting the
findings of this study. Limitations include the sample demographics, communication issues, and
limitations to qualitative data collection due to COVID-19 protocols. The sample demographics
for this case study of students do not reflect national or state population demographics due to the
high concentration of Hispanic and Hawaiian/Pacific Islander students enrolled in this school.
National data for students enrolled in public schools in 2017 reflect 47.6% of students identified
as white, 15.21% black, 26.77% Hispanic, 5.57% Asian/Pacific Islander, 0.98% American
Indian/Alaska Native, and 3.86% identified as two or more races (Hussar et al., 2020). The
demographics for DJHS where this study was conducted include 62% Hispanic/Latino, 18.2%
Hawaiian/Pacific Islander, and 14.3% white (ADE My School Info, 2020). State data for
students enrolled in public schools in 2019-20 reflect 60.4% of students identified as white,
19.8% black, 13.5% Hispanic, 0.9% Hawaiian/Pacific Islander, 1.7% Asian, 0.6% American
Indian, and 3.1% identified as two or more races (ADE My School Info, 2020).
While the demographics of the school district and DJHS do not reflect population
demographics across the state or nation, they do reflect the interests of the researcher, a teacher
educator, and mirror aspects of school districts in specific urban environments. Data reported for
the 2020-21 school year reflects that 72.8% of students enrolled in the New York City school
district are economically disadvantaged (DOE Data at a Glance, 2020). This number is
comparable to the 70.5% of students enrolled in the district of this study’s research (ADE My
School Info, 2020). New York City school district also reports that 82.3% of the students
enrolled in their district are minorities (DOE Data at a Glance, 2020), which is comparable to the
80% of students enrolled in the school building where this research was conducted (ADE My
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School Info, 2020). Additionally, as of the 2018-19 school year, 42.8% of students enrolled in
the Dallas Independent School District (ISD) were enrolled in bilingual and English language
learning programs (Dallas ISD, 2019). This is comparable to the 48% of students identified as
English language learners at DJHS (ADE My School Info, 2020).
Conducting research during a global pandemic and the resulting public lockdowns
limited the researcher’s abilities to interact with participants, but on a positive note, it also
limited crossover and contamination between participants in treatment and control classes
included in the study. An unexpected but fundamental limitation to this study was a
misunderstanding between the cooperating teacher and students enrolled in her class. This
miscommunication may have been due to language barriers or a misinterpretation of the purpose
of the consent form. After sending out the consent forms for the third time using Google
Classroom®, the cooperating teacher overheard one student say to another that they were not
going to get the consent form signed, so that meant they did not have to do the work for the class.
The cooperating teacher informed the researcher, and together they collaborated on the message
that was disseminated to participants. The cooperating teacher created a video to clarify the
purpose of this study and the purpose of the consent form. After the video was distributed to
students using weekly slide decks, additional consent forms were signed and returned by
students. However, the lack of clarity in communication was a limitation in this study, resulting
in a smaller sample of participants who chose to participate. One class (third period) was
excluded from this study because no consent forms were returned. Of the 110 students enrolled
in the career development courses, only 58 consent forms were signed and returned. As such, the
results of this study reflect the voices of the participants who chose to participate and had
parental permission to do so.
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Additionally, this study’s qualitative data collection was limited to the Google Form®
due to the global pandemic and COVID-19 regulations prohibiting the researcher from entering
the classroom. Much qualitative research relies on face-to-face interaction for data collection,
and qualitative surveys may generate less robust data than interviews conducted in person.
Participants complete Google Forms® daily for their coursework and may have experienced
digital fatigue from increased time spent on Chromebooks® and in Google Classroom®.
Continued research on the impact of FOK on students’ career preparation should include
additional methods for collecting qualitative data. Focus groups with selected students may
produce rich and comprehensive descriptions about participant perceptions of their FOK as it
relates to their career preparation.
Data Collection
This study used an embedded mixed methods research design in which quantitative and
qualitative data were collected and analyzed. The instrument used in this study was created by
the researcher and a pilot of the instrument was conducted in February 2020. The participants in
this pilot study were emailed a link to the Google Form ® survey with an invitation to participate.
Embedded within the Google Form® were the directions, questions, rating scale, and informed
consent. The instrument was separated into three categories of FOK: family impact, interests and
skills, and resources. Survey questions related to family impact on career planning included
participants’ perceptions about their family background, experiences, values, languages, and
native language. Individual responses were on a five-point scale where 1 = strongly disagree and
5 = strongly agree. The scale required the participants to evaluate each characteristic according
to their perception of how strongly they agree or disagree that each characteristic will help them
plan their future career. Adjustments to the instrument were made after the completion of the
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pilot study and follow-up analysis. Three questions, numbered 1, 4, and 23 were removed to
increase the reliability quotient of the instrument. See Appendix A: Pre Assessment and
Appendix C: Post Assessment as they reflect questions included in the study from which the
participant data was collected and analyzed.
Prior to beginning the study, informed consent forms were distributed to all students
enrolled in the career development courses offered at DJHS. In September, all participants were
invited to complete the pre-assessment survey via Google Forms®. A link to the Google Form®
was published in the weekly slide deck utilizing Google Slides ® and disseminated to all
participants on the same day. Slide decks were used for all classes each week and contained daily
objectives, assignment details, and links to resources and videos. This survey included questions
pertaining to the influences that family, interests and skills, and resources have on students'
career planning. Questions were derived from key concepts associated with research by
Gonzalez, Moll, and Amanti (2005). The survey took approximately two minutes for participants
to complete and was completed at the beginning of the class period for all class periods on the
same day to limit the amount of crossover between participants talking about their experiences
with other participants in the school.
Utilizing the pretest-posttest control group design, three class periods were selected to
serve as the treatment groups. Neither the cooperating teacher nor researcher had control over
which students were enrolled in these classes. Class periods 2, 4, and 6 were randomly selected
to serve as the treatment groups for this study due to their timing in the day and class
demographics, ensuring that at least one class period occurred before lunch and at least one
occurred after lunch. Participants in the treatment group received direct instruction about FOK at
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two touchpoints throughout the semester. See Appendix D: Touchpoint #1 Protocol and
Appendix E: Touchpoint #2 Protocol.
The cooperating teacher also facilitated three additional class periods of a course related
to career development. Participants enrolled in these sections served as controls for this study
and did not receive direct instruction about FOK throughout the semester. Class periods 1, 5, and
7 were selected as the control groups, ensuring that at least one section occurred in the morning
and at least one occurred in the afternoon as well to control for variation in score based on the
time of the day. All participants completed a post assessment following a “washout” period of
eight weeks, as recommended to reduce the “carry-over” effect of the instruction (Evans, 2020).
This survey was administered in the same format as the previous survey with all participants
completing the survey on the same day via a link to the Google Form ® shared on the weekly
slide deck disseminated through the Google Classroom ® platform. The post assessment survey
used the same questions and the same format as the pre assessment, with additional opportunities
for participants to complete open response prompts. Data were collected from all participants
who returned the consent forms through the use of Google Forms®.
The researcher collected participant responses using Microsoft Excel® to clean, sort, and
organize the data. Additionally, participant pre assessment and post assessment responses were
matched for further analysis. After cleaning the data through these processes, Microsoft Excel ®
was utilized to analyze the quantitative results of the study. Open responses collected in the post
assessment survey were downloaded, sorted, and imported into Dedoose ® for qualitative data
analysis. A cross analysis of the quantitative and qualitative data resulting from this study was
completed to summarize the findings of this case of students, identify key themes and issues, and
identify additional areas for future study. As the quantitative and qualitative data converged, the
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analysis of responses assisted the researcher in understanding the differences in participants’
perceptions of their FOK and the role they play in career preparation.
Summary of Findings
The data reported in this study were used to investigate students’ perceptions of their own
FOK and the impact these have on their career preparation. The study was conducted using an
embedded mixed methods design with qualitative data collection and analysis embedded within
the quantitative research design. Independent-samples t tests were conducted to evaluate research
Question 1 to understand how participants in the control and treatment group differ on the pre
and post assessment. To further analyze differences in how the control and treatment groups
varied on their perspectives for specific questions, a Chi-square test of independence was
performed for each question on the post assessment. A one-way analysis of variance (ANOVA)
was conducted followed up by post hoc t-tests to better understand the difference in participants’
perceptions for the specific subcategories of FOK (family impact, interests and skills, or
resources). To further analyze differences in control and treatment perspectives for Research
Question 2, a Chi-square test of independence was performed for each question on the post
assessment. Research Question 3 asked, to what extent do perceptions of males and females
differ on the FOK assessment when looking at family impact, interests and skills, and resources?
An independent-samples t test was conducted to evaluate how males and females differ on the
FOK assessment when looking at these three subcategories and a Chi-square test of
independence was performed for each question on the post assessment.
The qualitative research question associated with this study was: Why do students
perceive specific subcategories of FOK (family impact, interests and skills, or resources) to be
more important or less important as they plan for future careers? The qualitative results from the
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survey were loaded into a Microsoft Excel® document and organized for analysis. Participant
responses for each question were ordered to reflect participant grouping (control and treatment)
and gender. Responses were loaded into Dedoose® for each of the six open response questions
and pseudonyms were created for each participant. The researcher read the student responses to
identify emerging codes designed to capture the essence and essential elements of the
participants’ perspectives (Saldaña, 2016). Responses for each section of the post assessment
(family impact, interests and skills, and resources) were coded using open-coding to allow
categories and patterns to emerge from the data (Saldaña, 2016). The researcher used these as
preliminary findings rather than line-by-line coding as a way for continual analysis and
consideration.
The integrated mixed methods question for this study was: If differences are identified,
how do these differences in students’ perceptions of their FOK and the role that these play in
career preparation provide a deeper understanding of career preparation coursework? The results
of ANOVA, t-tests, and Dedoose® code occurrences were used to integrate the findings and
answer this mixed research question. A cross analysis of the quantitative and qualitative data
resulting from this study was completed to summarize the findings of this case of participants,
identify key themes and issues, and identify additional areas for future study. As the quantitative
and qualitative data converged, the analysis of responses assisted the researcher in understanding
the differences in participants’ perceptions of their FOK and the role they play in career
preparation.
Quantitative Research Question One
Research Question 1 asked the question, According to the FOK assessment as it pertains
to career preparation:
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a)

How did the perceptions of students in the control group differ from the
perceptions of students in the treatment group according to the FOK pre
assessment?

b)

How did the responses of students receiving direct FOK instruction differ from
students who did not receive FOK direct instruction?

Results of the independent-samples t test revealed that there was no statistically
significant difference between the control and treatment groups on the pre assessment, t(56) =
2.00, p = .56. The lack of a difference between the two groups indicates that participants’
perceptions of their FOK as it relates to this assessment indicate that participants were similar in
their perspectives prior to direct instruction related to FOK and the role that FOK plays in career
preparation. While participants in the treatment group (M = 3.69, SD = .62) scored slightly lower
on the FOK pre assessment than participants in the control group (M = 3.78, SD = .49), the
differences were not statistically significant. This was an anticipated finding to ensure the two
groups of participants were not significantly different in their perspectives in regard to FOK
before the study.
To evaluate the second part of research Question 1 concerning how the responses of
participants who received direct FOK instruction differed from participants who did not receive
direct instruction, an independent-samples t test was conducted. With an alpha set at .05, the
difference on the post assessment between the control and treatment groups was not significantly
different, t(56), = 2.00, p= .55. While participants in the treatment group (M = 3.73, SD = .73)
scored slightly higher on the post assessment than participants in the control group (M=3.63, SD
=.63). The Cohen’s effect size value (d= .147) suggested low practical significance. Although the
results were not statistically significant, it is important to note that participant scores in the
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control group decreased from the pre assessment to the post assessment, while the scores of
participants in the treatment group increased from the pre assessment to the post assessment.
Touchpoints of instruction discussing the importance that FOK play in career preparation may
account for an increase in participant scores in the treatment group. These specific activities were
created and implemented at strategic points in the semester to increase students’ appreciation,
acceptance, and acknowledgment of their FOK. See Appendix D: Touchpoint #1 Protocol and
Appendix E: Touchpoint #2 Protocol. The anticipated result of these discussions was an increase
in self-confidence as participants viewed themselves as holders of information (Subero et al.,
2015). The increase in participants’ scores in the treatment group reflects a greater appreciation
and understanding of the FOK that they possess.
To further analyze differences in control and treatment perspectives on the post
assessment, scores were transposed to reflect a new scale of 1-3 to allow each of the survey
questions to be analyzed. Data collected from the post assessments were organized into three
categories: strongly agree/agree (scores 5-4), neutral (score 3), and disagree/strongly disagree
(scores 1-2). After data was transposed into these three categories, a chi-square test of
independence was performed to examine the relationship between the control and treatment
groups to determine how strongly participants agreed or disagreed with each question. Group
differences were not significant for 20 questions analyzed on the post assessment. However, the
results of the chi-square tests were significant for one question related to family impact.
The results of question Q#4 “My family members’ occupation(s) will influence my
decision when planning my future career” were significant X2 (2, N=58) = 10.92, p = .004. A
greater percentage of participants in the control group 46% (N=13) strongly agreed/agreed with
the statement “My family members’ occupation(s) will influence my decision when planning my
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future career” while 40% (N=12) of participants in the treatment group strongly agreed/agreed to
this statement. Additionally, results suggest that participants in the control group were more
likely to strongly disagree/disagree that their family members’ occupation(s) will influence their
decision when planning for future careers (39%, N = 11), while only 10% (N = 3) of the
participants in the treatment group strongly disagree/disagree with this statement. Half of the
participants in the treatment group (50%, N = 15) were neutral on the statement that their family
members’ occupation(s) would influence their decisions when planning their future careers.
Quantitative Research Question One Discussion
Participants in the treatment group who participated in the two touchpoints concerning
FOK may have been more cognizant of the fact that while their family members’ occupation(s)
are an important part of the fabric of who they are, family members’ occupation(s) do not have to
influence or define their decisions about future careers. At the heart of the original study
investigating FOK was the idea of emotional or lived experiences (Esteban-Guitart & Moll,
2014). Teachers are challenged to recognize, validate, and draw on students’ FOK, including
career options their family members have pursued and students’ lived experiences. As teachers
become better acquainted with their students they can use their knowledge of students’ skills,
backgrounds, and experiences to connect the content with students through real-world
application. Intentional integration of discussions with reference to FOK can assist students with
recognizing the skill sets required for specific careers while simultaneously building
comprehensive and authentic relationships between teachers and their students.
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Quantitative Research Question Two
Research Question 2 asked the question, regarding the subcategory of family impact,
interests and skills, and resources on the FOK assessment:
a)

What is the difference in participants’ perceptions between groups?

b)

What subcategory do participants perceive to be most important for career planning?
A one-way analysis of variance (ANOVA) was conducted to determine the difference in

participants’ perceptions for the specific subcategories of FOK (family impact, interests and
skills, or resources) on the assessment. Prior to instruction about FOK, participants’ perceptions
of the three subcategories were statistically significant, F(2, 171) = 34.32, p = ~0 with the
subcategory resources perceived as most important for career success (M = 3.63), while the
subcategory family impact was perceived as least important (M = 2.93) when planning for future
careers. Participants completed the post assessment at the end of November, before leaving for
Thanksgiving break. An ANOVA was also completed for the post assessment and the
perceptions of participants on the three categories were significant, F(2, 171) = 21.49, p = ~0.
With an alpha set at .05, the difference between the subcategories family impact (M = 2.96) and
interests and skills (M= 3.68) was significantly different, t(56), = 2.00, p = ~0. The difference
between the subcategories family impact (M = 2.96) and resources (M = 3.74) was also
statistically significant t(56), = 2.00, p = ~0. However, unlike the pre assessment, the difference
between interests and skills (M = 3.63) and resources (M = 3.74) was not statistically significant
t(56), = 2.00, p = 0.67. On both the pre and post assessment resources were perceived to be most
important, while the subcategory of family impact was perceived to be least important when
preparing for future careers.
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Quantitative Research Question Two Discussion
At the beginning of this study, participants had returned to school from summer break in
late August after experiencing remote learning experiences for the last 10 weeks of the spring
semester due to the COVID-19 pandemic. Participants completed this pre assessment in
September, shortly after the beginning of school. Demographics of DJHS reflect 87% of students
enrolled at DJHS were eligible for free and reduced meals and 48% of students enrolled in this
school were English Language Learners (ELLs). Additional data for students at DJHS reveal that
of the 325 ELLs tested in 2018-19, 10.15% (N =33) scored proficient on the English Language
Proficiency Exam (ELPA21). Access to resources during the pandemic was important for all
groups of people, with some populations in this state impacted in more extreme ways than
others. Students with limited finances who were learning English as their second language may
have seen the importance of access to resources with a greater understanding. These factors help
explain why participants’ perceptions with regard to the FOK subcategory of resources were
perceived as most important.
While participant perceptions of value for both the family impact subcategory and
resources subcategory increased from the pre assessment to the post assessment, participant
perceptions of their interests and skills decreased. The COVID-19 pandemic continued to impact
job opportunities, resources, and extracurricular activities. School clubs and extra-curricular
activities were limited at DJHS due to state guidelines and department of health regulations. The
lack of opportunities to explore their interests and skills due to limited extra-curricular activities
may have impacted participants’ perceptions of how their interests and skills could assist them in
their career preparation. Additionally, the two touchpoints implemented in the treatment group
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focused primarily on family impact and resources, with limited details or emphasis given to the
subcategory of students’ interests and skills.
Further analysis of the differences in participant perspectives was calculated by analyzing
differences between how the control and treatment groups varied according to each subcategory
on the post assessment. An ANOVA was completed for the post assessment regarding the
control and treatment group perceptions on the three categories was significant, F(2, 81) = 12.80,
p = ~0. With an alpha set at .05, there was a statistically significant difference in the treatment
group between the subcategories family impact (M = 3.03) and interests and skills (M= 3.73),
t(29), = 2.00, p = ~0. The treatment group differences between the subcategories family impact
(M = 3.03) and resources (M = 3.76) was also statistically significant t(29), = 2.00, p = ~0.
However, the treatment group differences between interests and skills (M = 3.73) and resources
(M = 3.76) was not statistically significant t(29), = 2.00, p = 0.68.
Participants in the treatment group perceived resources to be most important, while
questions related to family impact received the lowest ratings. Questions on the post assessment
related to resources asked participants to rate how knowledge gained outside of school, personal
connections to individuals, connections to resources, family members’ connections to resources,
family members’ connections to resources, friends’ connections to resources, and technology
access will help them in career preparation. Questions on the post assessment related to family
impact involve participants’ views on how their background experiences, family values, family
members’ occupation(s), and experiences with family members will impact their career planning.
During the first touchpoint (See Appendix D: Touchpoint #1 Protocol) participants in the
treatment group explored their individual FOK and considered how their skills, knowledge, and
experiences outside of school may help them in planning their future careers. The goal of the
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first touchpoint was to engage in classroom discussions related to self-awareness and the role
that their funds of knowledge have in helping them prepare for future careers. Through guided
discussion, participants explored not only their own FOK, but also learned about their peers’
FOK through small group share time.
During the second touchpoint, (See Appendix E: Touchpoint #2 Protocol) participants in
the treatment group developed individualized SMART (specific, measurable, attainable,
measurable, and timely) goal plans. The goal of the second touchpoint was “Students will engage
in classroom discussions related to decision making and the role that their funds of knowledge
have in helping them set goals to help them meet their career aspirations.” Direct instruction was
given about the impact that resources have on career exploration and preparation, with a
continual consideration of personal resources participants had access to, including family
members, friends, and even family members and friends’ access to resources. While discussing
how to create and accomplish SMART goals, participants in the treatment group were asked to
list resources they already had access to and to list resources they were still lacking. Through
these two touchpoints, participants in the treatment group grew in their understanding and
appreciation of the resources including knowledge gained outside of school, personal
connections to individuals, connections to resources, family members’ connections to resources,
family members’ connections to resources, friend’ connections to resources, and technology
access.
An ANOVA was completed to determine which subcategories were statistically
significant for the control group of participants. With an alpha set at .05, the control group
reported statistically significant differences between the subcategories family impact (M = 2.88)
and interests and skills (M= 3.63), t(27), = 2.00, p = ~0. The control group differences between
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the subcategories family impact (M = 2.88) and resources (M = 3.71) was also statistically
significant t(27), = 2.00, p = ~0. However, the control group differences between interests and
skills (M = 3.63) and resources (M = 3.71) was not statistically significant t(27), = 2.00, p = 0.37.
The control group means showed a decrease in family impact and interests and skills and a slight
increase in their perceptions about resources. Participants’ lack of opportunities to explore their
interests and skills due to limited extra-curricular activities may have impacted participants’
perceptions of how their interests and skills assist them in their career preparation. When
comparing the control and treatment means, the treatment means increased in all three areas after
receiving direct instruction through two touchpoints (See Appendix D: Touchpoint #1 Protocol
and Appendix E: Touchpoint #2 Protocol). Through intentional activities about FOK and how to
use resources when making decisions and setting goals, participants increased in their
understanding of their individual FOK and how these can assist them in career preparation.
Quantitative Research Question Three
Research Question 3 asked to what extent perceptions of males and females differ on the
FOK assessment when looking at family impact, interests and skills, and resources? An
independent-samples t test was conducted to evaluate how males and females differ on the FOK
assessment when looking at these three subcategories. The pre assessment results indicated that
female perceptions (M = 3.47) were slightly higher than male perceptions (M = 3.45) yet their
differences were not statistically significant t(56), = 2.00 p = 0.90. In comparison to the pre
assessment, female perceptions slightly decreased (M = 3.43) on the post assessment while male
perceptions slightly increased (M = 3.48), yet the differences were not statistically significant
t(56), = 2.00 p = 0.75. While the differences were not statistically significant on the overall
assessment, additional analysis of the perceptions on each subcategory revealed differences in
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how participants viewed the importance of family, interests and skills, and resources in their
career planning. The pre assessment results showed that male perceptions of family impact
(M=2.98) were slightly higher than females perceptions (M=2.89) and males perceptions of
resources (M=3.64) were slightly higher than females perceptions (M=3.61). On the pre
assessment, both genders perceived interests and skills to be most valuable when planning for
careers with male perceptions (M=3.75) slightly lower than females perceptions (M=3.92). With
an alpha set at .05, the difference in perceptions for the three subcategories was not significantly
different. The post assessment results indicated that male perceptions of family impact (M=3.03)
were slightly higher than females perceptions (M=2.87) and males perceptions of interests and
skills (M=3.71) were also slightly higher than females perceptions (M=3.65). On the post
assessment, both genders perceived resources to be most valuable when planning for careers with
male perceptions (M=3.71) slightly lower than females perceptions (M=3.77).
To further analyze differences in male and female perspectives on individual survey
questions on the post assessment, scores were transposed to reflect a new scale of 1-3. Data
collected from the post assessments were organized into three categories: strongly agree/agree
(scores 5-4), neutral (score 3), and disagree/strongly disagree (scores 1-2). After data was
transposed into these three categories, a chi-square test of independence was performed to
examine the relationship between gender and how strongly participants agreed or disagreed with
each question. Gender differences were not significant for 18 of the 20 questions analyzed on the
post assessment. The results of the Chi-square tests were significant for two questions, with one
question related to participants’ interests and skills and the other question related to resources.
The results of the question “The skills I have gained outside of school will help me in
career planning” were significant X2 (2, N=58) = 10.69 p = .005. Male responses to this question
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revealed 83% (N=25) strongly agreed/agreed with the statement “The skills I have gained
outside of school will help me in career planning” while 48% (N=13) of females were neutral on
this statement. Overall, these results suggest that males strongly agree/agree that the skills they
have gained outside of school will help them in career planning in comparison to the 44%
(N=12) of female participants in this study. The results of the question “The personal
connections I have to individuals will help me in career planning” were also significant X2 (2,
N=58) = 6.33 p = .004. Male responses to this question revealed that 60% (N=18) strongly
agreed/agreed with the statement “The personal connections I have to individuals will help me in
career planning” while 44% (N=12) of females were neutral on this statement. Overall, these
results suggest that male participants in this study more strongly agree/agree that the personal
connections they have to individuals will help them in career planning in comparison to the 48%
(N=13) of females who also strongly agreed/agreed with this statement.
Quantitative Research Question Three Discussion
Questions on the pre assessment related to interests and skills involved participants’
perceptions about the importance of skills gained outside of school, communication skills gained
in school, household chores, and skills gained working with others, caregiving techniques,
hobbies, entertainment, how free time is spent, and experiences gained in free time. At the time
of the pre assessment, participants in this study were back in school after an extended break due
to the COVID-19 pandemic. Participants completed learning experiences from home from March
through May during the spring 2020 semester. This was followed by a summer break and a
delayed start to the school year for the fall 2020 semester. Participants had multiple months at
home to learn household chores, develop caregiving techniques, experience free time, and learn
skills outside of school. This extended break from learning in the traditional classroom may have
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impacted participants’ perceptions concerning the skills and interests they have and how these
impact their career preparation.
At the time of the post assessment participants were finishing the month of November
and preparing for a few days off of school for the Thanksgiving break. Questions on the post
assessment related to resources asked participants to rate how knowledge gained outside of
school, personal connections to individuals, connections to resources, family members’
connections to resources, family members’ connections to resources, friends’ connections to
resources, and technology access will help them in career preparation. An increase in awareness
of resources due to the COVID-19 pandemic and the economic impact it had on specific
populations in this state may have impacted participants’ perceptions about the importance of
resources. Participants in this study shared in the open response questions of their experiences in
working with their family members. Opportunities to learn skills outside of school while working
with family members may have also impacted participants’ perceptions regarding the importance
that these experiences have on their career planning. Kiyama & Rios-Aguilar (2018) challenge
educators to become aware of the knowledge students bring into the classroom, what barriers
they face, and what type of career they desire in the future. Recognizing students’ experiences
and backgrounds as assets rather than hindrances (Kiyama & Rios-Aguilar, 2018) and
incorporating students’ FOK into the classroom has increased teacher-student relationships and
increased students’ engagement and academic performance in previous studies (González, 2005;
Zipin, 2009; Esteban-Guitart & Moll, 2014; Moll, Soto-Santiago, & Schwartz, 2013).
Understanding that male and female participants in this study think differently
concerning the importance of skills gained outside of school and the connections they have to
individuals, teachers can guide discussions to help students recognize the FOK they possess

95

because of experiences gained outside of school. Presently 53.8% of students enrolled in CTE
courses identify as male and 46.2% identify as female (“Perkins Data Explorer”, 2020). Knowing
this, CTE teachers are encouraged to consider the different ways that males and females perceive
value in their FOK as they guide discussions related to career preparation. Teachers who draw on
household knowledge and students’ experiences begin to legitimize and esteem students’
abilities, which can lead to an enhancement of learning (González, 2005). Intentional
examination of the skills gained outside of school and how connections to individuals can assist
in career preparation are suggestions for extending the discussions and understandings of FOK.
Qualitative Research Question
The study was conducted using an embedded mixed methods design with qualitative data
collection and analysis embedded within the quantitative research design. Embedding, or nesting,
occurs when a secondary method is incorporated into a design traditionally associated with the
other approach (Caracelli & Green, 1997; Creswell & Plano Clark, 2011; Creswell, Plano Clark,
Gutmann, & Hanson, 2003; Green, 2007; Plano Clark et al., 2013). The quantitative data that
emerged from this study were given more priority, while the qualitative data serves as a
complementary supplement to the quantitative findings (Plano Clark & Ivankova, 2016). The
qualitative research question associated with this study was: Why do students perceive specific
subcategories of FOK (family impact, interests & skills, or resources) to be more important, or
less important as they plan for future careers? After the post assessment questions were collected
and sorted, their responses were organized and loaded into a digital qualitative data analysis
software program, Dedoose®. The researcher read the student responses to identify emerging
codes designed to capture the essence and essential elements of the participants’ perspectives
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(Saldaña, 2016). Categories were single words or phrases, such as career goal impact,
communication skills, autonomy/self-reliance, and neutral/negative.
Responses for each section of the post assessment (family impact, interests and skills, and
resources) were coded using open-coding to allow categories and patterns to emerge from the
data (Saldaña, 2016), then these were used as preliminary findings. Multiple readings and
analysis of the data yielded the following themes to better understand why students perceive
specific subcategories of FOK to be more important or less important as they plan for future
careers. Participant responses to open response questions on the post assessment reflect the
importance of family guidance and support, a recognition of skills perceived to be important for
career success, a reflection of autonomy or self-reliance that leads to a goal oriented mindset, and
a negative or neutral mindset related to the impact FOK have on participants’ career aspirations.
Theme One Support and Guidance from Family
One finding of this study was that participants perceived the support and guidance they
receive from their families to be important as they plan for future careers. When asked, “How
does your family impact your career planning?” participant responses indicated that they found
the support and guidance they received from family members to be beneficial to them as they
prepared for their future careers. Tatiana (female, treatment group) wrote, “My family impacts
my career planning because they want me to be a big person in life and get a good job, so I could
ask them for options on some good jobs.” This response is similar to many participant responses,
indicating the role that family members’ guidance plays in career planning. Juanita, another
female in the treatment group reported, “They impact my career planning because they are my
family, they are supposed to support me in anything I need and want and help with during my
life.”
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Participants in this study valued the family support and guidance they received from their
family, as evidenced through their responses to the open response questions. Understanding the
role that families play in students’ lives, and recognizing the esteem that students put on their
family members’ guidance and support, CTE teachers should strive to build connections with not
only their students but also their students’ families and communities. Participant responses also
indicated the importance of support and guidance from family when answering the question,
“What specific knowledge have you gained outside of school that will help you in career
planning?” Jasper (male, control group) reported, “My family have [sic] told me how the selling
and buying cars and houses is like and I feel that’s what’s going to help me.” He continued by
adding, “What I want to do when I group up is real estate and selling/buying cars. Lots of my
family are already into these types of things so they will try and help me out.” Jasper’s response
indicates his connection between his family’s experiences, guidance and support, and his future
career aspirations.
Eli, another male in the control group, reported “They take me to work and to help them
on stuff they need.” Eli’s response reflected the impact of direct experiences with family
members guiding him with the skills he needed to be successful in a specific occupation through
hands-on experiences in the workplace. Additionally, Caroline (female, treatment group) wrote,
“I have seen how the real world works from my parents, so I will have some understanding of
what I need to make sure my career provides. Seeing how your family’s occupations work can
make you want to do something similar.” Her response reflects an awareness of the impact that
family members’ knowledge, skills, and experiences can have on one’s career preparation.
In addition to family guidance and support being linked with career goal impacts,
participant responses reflect a correlation between the family and physical skills. Participant
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responses reflect perceptions of the connection between the physical skills their family members
have and how this can impact their own career opportunities. Alberto (male, treatment group)
reflected on his great grandfather. “His name was Joe, but I call him Papa Joe. He is a retired
veteran from the navy.” Alberto further discusses how he learned how guns function and how to
defend himself, along with how to be a good leader and team player. He saw these physical skills
that he learned from his family as “valuable skills when preparing for future careers.” Numerous
participants shared their family occupations, noting the physical jobs they had and how their
family members could guide and support them with their future careers. LaTisha (female,
treatment group) discussed her family friend who is a veterinarian reporting “she said she would
help me become a veterinarian.” Jose (male, control group) wrote, “Since my dad works at
Tyson he knows a lot of people through there so that can help me” and Raquel (female, treatment
group) shared, “When I grow up I want to be an architect, and my dad is a framer in
construction.”
Theme One Discussion
Responses for this sample suggest that participants may appreciate their family members’
guidance and support. Family members’ knowledge, guidance, and support that are passed down
from one generation to another reflect the definition of FOK as reflected in Moll & González’s
(1994) work:
Those historically accumulated and culturally developed bodies of knowledge and skills
essential for household or individual functioning and well-being. As households interact
within circles of kinship and friendship, children are ‘participant-observers’ of the
exchange of goods, services, and symbolic capital which are part of each household’s
functioning. (p. 443)
In addition to participant responses from this study reflecting an awareness and
appreciation of the FOK passed on from their family members through their guidance and
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support, participants see their family members’ physical skills and their connections to others as
important FOK when planning their career. CTE teachers engaged in discussions on the topic of
career development are encouraged to ask their students about their work experiences both inside
and outside of school. One of the expectations of the Carl D. Perkins Career and Technical
Education Act was to close the nation’s skills gap by ensuring “that students, especially
historically disadvantaged and underserved students, are prepared for success in high-demand
jobs that offer living wages, employer benefits, and opportunities for meaningful career
advancement” (162 Cong. Rec. H4185, 2017). CTE teachers may focus on preparing students of
today for the workplace of tomorrow, yet little emphasis has been given to the skills,
experiences, and abilities that students bring into the classroom and how this impacts students’
career aspirations. Creating opportunities and a safe space for students to share about their family
members’ occupations and the skills they have learned through direct or indirect experiences
with the workplace will validate students’ experience and allow students to see multiple
opportunities for career exploration. Rodriguez (2013) reported a marked shift in power in the
classroom when the teacher transitioned from the expert to researcher, thus empowering the
students and families (Subero et al., 2015). By allowing students to share their work experiences,
teachers can scaffold students’ understanding and continue to create meaningful and genuine
connections with their students.
Theme Two Skills for Career Success
A second theme that emerged from this study was that participants recognized the impact
that communication skills, interpersonal and social skills, and physical skills had on their ability
to prepare for future careers. Questions related to interests and skills included, “What specific
skills do you have that will help you in career planning?” and “What specific interests do you
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have that will help you in career planning?” yielded a variety of responses indicating
participants’ awareness of the roles that interests and skills have in assisting with career
preparation. Responses reflect participants’ emphasis on communication skills and
interpersonal/social skills as the most valuable skills as they plan for future careers. Numerous
participant responses included skills such as “eye contact,” “listening,” “speaking,” “good body
posture,” “how to start a conversation,” and “how to give presentations.”
Heather (female, control group) reported that the two specific skills she had included
“being respectful and being able to speak Spanish.” Of note, Heather was the only participant
who included her bilingual abilities as an important skill for career planning. Demographics of
DJHS reflect that the student population included 62% Hispanic/Latino, 18.2% Hawaiian/Pacific
Islander, and 14.3% white (ADE My School Info, 2020). While Heather was the only student in
this study to recognize her ability to speak Spanish was a skill, almost 80% of participants
involved in this study spoke another language other than English as their native language. CTE
teachers engaged in discussions about career exploration and preparation are encouraged to
recognize students’ FOK, including their abilities to speak more than one language.
In multiple responses, participants linked communication skills and interpersonal/social
skills when discussing skills essential for career preparation. Many participants wrote that their
abilities to “get along with others,” “exhibit teamwork,” “leadership,” and “how to act good”
were skills they possess which will help them in career planning. Juanita (female, treatment
group) indicated a specific skill she has is the ability “to listen to other’s ideas because their
ideas might help too.” Listening to others is an essential component of communication, while
learning from others reflects interpersonal/social skills. Maria (female, treatment group) reflected
“I have learned friends is just a word so I can’t trust anyone.” She also reported “I am sociable
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and can talk to people mostly very easy. Maybe in my job, they need someone who can talk to
customers good.” As an eighth-grade student, Maria is learning the interpersonal/social skills
involved in friendships, and has identified her communication skill strengths and how these can
translate to her success in a future career.
Theme Two Discussion
Participant responses to the open response prompts suggest that communication skills and
interpersonal/social skills are two of the most valuable skills they have to help them in their
career preparation. Participants involved in this study possess community cultural wealth or an
array of cultural knowledge that often goes unnoticed (Yosso, 2005). Of the participants in this
study, almost 80% did not speak English as their native language. Participants have learned how
to use their communication skills and interpersonal skills to not only survive, but also thrive
(Kiyama & Rios-Aguilar, 2018). CTE teachers are encouraged to recognize the efforts and
achievements of all students and to not overlook the skills needed to learn multiple languages.
Students’ bilingual abilities should be recognized and celebrated, helping students understand
and explore various career opportunities related to this specific FOK.
Theme Three Self-reliance and Goal Oriented Mindsets
In answering the qualitative question “Why do students perceive specific subcategories of
FOK (family impact, interests and skills, or resources) to be more important, or less important as
they plan for future careers?” two interconnected codes emerged from the participant responses:
autonomy/self-reliance and future goals. Autonomy/self-reliance codes were present in a variety
of responses as participants reported knowing “how to do a variety of tasks,” “taking care of
animals,” “providing childcare,” “doing things on my own,” and “using technology” to achieve
their goals. Participant responses also included many positive statements such as, “I can do a lot
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of things,” “I have a lot of skills,” and “independence.” LaTisha, (female, treatment group)
reported, “I already know what I’m going to do when I group up and have my whole life planned
out for college.” She also said, “I want to become successful and make my whole family proud.”
This response reflects the self-reliance and autonomy present in numerous participant responses
on the post assessment.
The last question of the post assessment asked “How are your career goals impacted by
your FOK"? Jillian (female, treatment group) reported that knowing more about her FOK
“boosts my confidence and it reminds me how much education I need to get the job I want.”
Vanessa (female, treatment group) wrote that FOK knowledge encourages her to work hard and
study more in life so that she can go to college and, “become who I want to be.” Another female
in the treatment group, Caroline, wrote, “I have learned what I want someday, but also learned
what I need from a career to be successful. Both of these combined will help me decide what
career may be best for me someday.”
Theme Three Discussion
Participant responses reflect a recognition that their autonomy and self-reliance are two
FOK that may impact their career planning. A finding from the original FOK study (Moll et al.,
1992) indicated that children used their knowledge to contribute to their families, through
completing chores, repairing appliances, or providing childcare for younger siblings. Participants
involved in this study also demonstrated these concepts through their answers to the open
response questions. Teachers are encouraged to recognize that their pedagogical approaches and
practices make a difference in their students’ lives, and this understanding should urge them to
pay attention not only to students’ attitudes toward a topic of study, but more specifically to the
students’ existing resources and knowledge that they bring to the classroom (Kiyama & Rios-
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Aguilar, 2018) to make strong connections for students to classroom content. Recognizing and
embracing students’ FOK can lead to a classroom where students are self-reliant and
autonomous learners who feel empowered to research and pursue a wide-range of career
pathways.
Theme Four Neutral or Negative Perspectives
Another finding of this study was the presence of a neutral or negative response to
questions asked on the post assessment. Open response questions were optional for participants
to complete and 93% (N = 54) of participants answering all six open response prompts. While
open response questions were optional, many participants chose to answer with “idk,” “I’m not
sure,” or “I don’t know” for multiple prompts. The code neutral/negative was present in all
groups, with more participants in the treatment group responding in neutral or negative ways (N
= 57) than participants in the control group (N = 35). Male responses (N = 31) were also coded
with the neutral/negative code more frequently than females (N = 25). When asked “How are
your career goals impacted by your "funds of knowledge"? Geraldo (male, treatment group)
responded, “They are not, because no matter what my FOK is I can pick my own career and
work towards it.”
Theme Four Discussion
While open response questions were optional, the cooperating teacher urged the
participants to answer the open response questions on the post assessment. The population of
students enrolled at DJHS included 48% of students who were identified as English language
learners (ADE My School Info, 2020). Additionally, data for students at DJHS reveal that of the
325 ELLs tested in 2018-19, 10.15% (N =33) scored proficient on the English Language
Proficiency Exam (ELPA21). Participant responses reflecting this neutral or negative response
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may indicate that they truly did not understand the questions asked on the open response
questions. CTE teachers are encouraged to continue to seek ways to develop students’
vocabulary and to empower students to think critically, solve problems, and persevere, all of
which are essential skills needed to be successful in today’s workplace (“21st Century Skills
Definition”, 2014).
Integrated Mixed Methods Question
The integrated mixed methods question for this study was: If differences are identified,
how do these differences in students’ perceptions of their FOK and the role that these play in
career preparation provide a deeper understanding of career preparation coursework? The results
of the ANOVA, chi-square tests, t tests, and Dedoose® code occurrences were used to integrate
the findings and answer this mixed research question. A cross analysis of the quantitative and
qualitative data resulting from this study was completed to summarize the findings of this case of
participants, identify key themes and issues, and to identify additional areas for future study. As
the quantitative and qualitative data converged, the analysis of responses assisted the researcher
in understanding the differences in participants’ perceptions of their FOK and the role they play
in career preparation.
Results of the integration of quantitative and qualitative data reveal that participants’
perceptions of their FOK differ in which areas they perceive to be most important. This
difference can be noted in participants’ responses on the post assessment. Participant perceptions
on the impact their interest and skills (M = 3.68) could have on their career planning were not
statistically significant from their perception that their resources (M = 3.74) may have on their
future careers. While participants’ scores indicated they assessed the resources subcategory
slightly higher than interests and skills, the difference was not significant meaning participants in
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this study placed a similar value for these two subcategories. Participant responses to the openended questions demonstrated an understanding of the skills needed to succeed in the workplace,
such as communication skills and interpersonal skills. Many participants wrote that their abilities
to “get along with others,” “exhibit teamwork,” “leadership,” and “how to act good” were skills
they possess which will help them in career planning. Juanita (female, treatment group) indicated
a specific skill she has is the ability “to listen to other’s ideas because their ideas might help too.”
Participants in this study perceived their interests and skills and access to resources to have
similar values on the FOK assessment in regard to career planning.
Participant perceptions on the subcategory family impact (M = 2.96) were significantly
different from their perceptions of their interests and skills and access to resources as FOK
related to career planning. Although participants’ quantitative data reflected this area to be the
least important when planning for future careers, participant responses to the open response
questions reflected a recognition of their family members as a resource for guidance and support.
Results of the quantitative and qualitative data give insights into what participants in this study
perceive to be important for career planning. Jasper (male, control group) reported, “My family
have [sic] told me how the selling and buying cars and houses is like and I feel that’s what’s
going to help me.” He continued by adding, “What I want to do when I group up is real estate
and selling/buying cars. Lots of my family are already into these types of things so they will try
and help me out.” Jasper’s response indicates his connection between his family’s experiences,
guidance and support, and his own future career aspirations. This response was similar to other
participants in this study who also reflected that their family members’ guidance and support
were a valuable FOK with respect to career preparation.
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Additional insights into participants’ perceptions in connection with their family impact
were gained through analysis of each question on the post assessment. The results of the chisquare test were significant for question Q#4 “My family members’ occupation(s) will influence
my decision when planning my future career” was significant X2 (2, N=58) = 10.92, p = .004. A
greater percentage of participants in the control group 46% (N=13) strongly agreed/agreed with
the statement “My family members’ occupation(s) will influence my decision when planning my
future career” while 40% (N=12) of participants in the treatment group strongly agreed/agreed to
this statement. Results from this study suggest that participants in the control group were more
likely to strongly disagree/disagree that their family members’ occupation(s) will influence their
decision when planning for future careers (39%, N = 11), while only 10% (N = 3) of the
participants in the treatment group strongly disagree/disagree with this statement. Half of the
participants in the treatment group (50%, N = 15) were neutral on the statement that their family
members’ occupation(s) would influence their decisions when planning their future career.
Findings of this integrated question help CTE teachers provide a deeper understanding of career
preparation coursework by acknowledging variation in students’ perceptions of their FOK and
their role in career preparation.
Integrated Mixed Methods Discussion
Teachers are challenged to recognize, validate, and implement students' FOK, including
career options their family members have pursued and students’ lived experiences. Participants
in the treatment group in this study may have been more cognizant of the fact that while their
family members’ occupation(s) are an important part of the fabric of who they are, family
members’ occupation(s) do not have to influence or define their decisions about future careers.
As teachers become better acquainted with their students they can use their knowledge of
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students’ skills, backgrounds, and experiences to connect the content with students through realworld application. Intentional integration of discussions on the topic of FOK may assist students
with recognizing the skill sets required for specific careers while simultaneously building “thick”
relationships between teachers and their students as described by Moll et al. (1992).
Further integration of data revealed that male and female participants in this study
evaluate the subcategories of FOK differently. Male and female perceptions of the skills they
gained outside of school and personal connections to individuals may influence their career
planning. The results of the question “The skills I have gained outside of school will help me in
career planning” were significant X2 (2, N=58) = 10.69 p = .005. Male responses to this question
revealed 83% (N=25) strongly agreed/agreed with the statement “The skills I have gained
outside of school will help me in career planning” while 48% (N=13) of females were neutral on
this statement. More male participants strongly agree/agree that the skills they have gained
outside of school will help them in career planning in comparison to the 44% (N=12) of female
participants in this study. The results of the question “The personal connections I have to
individuals will help me in career planning” were also significant X2 (2, N=58) = 6.33 p = .004.
Male responses to this question revealed that 60% (N=18) strongly agreed/agreed with the
statement “The personal connections I have to individuals will help me in career planning” while
44% (N=12) of females were neutral on this statement. These results suggest that males more
strongly agree/agree that the personal connections they have to individuals will help them in
career planning in comparison to the 48% (N=13) of females who also strongly agreed/agreed
with this statement. The differences in what males and females perceive to be most important for
career planning provide a deeper understanding of participants’ perceptions of their FOK and the
role these play in their career preparation.
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This finding is complemented by the qualitative data supplied by participants on the open
response questions of the post assessment. All of the open responses excerpts that indicated
participants worked outside of the home were responses from males. Male participants said that
they “make things and do cooking,” “work with my dad sometimes,” and “help my dad with
jobs.” CTE teachers are encouraged to continue to get to know not only the students in their
classes, but also their family systems. One suggestion is for CTE teachers involved in teaching
courses related to career development to invite students and families to be active participants in
the learning experiences related to this course. This could be accomplished through inviting
students’ family members to share about their jobs, the skills they have acquired at those jobs,
and any advice they would have for students who are considering these jobs as potential career
opportunities. Rodrigues (2013) reported a marked shift in power in the classroom when teachers
transitioned from the expert to the researcher, thus empowering the students and their families
(Subero et al., 2015). Additionally, studies conducted by Vélez-Ibáñez and Greenberg (1992)
emphasized the importance of establishing relationships and transnational social ties based on
mutual trust (Subero et al., 2015), emphasizing the role that teachers play in helping students see
their own worth through integrating these ideas about the FOK concept in the classroom.
Recognizing differences in the FOK that males and females perceive to be most important, CTE
teachers can help guide discussions, investigation, and analysis of FOK and the role they play in
career preparation through creating and implementing touchpoints of instruction throughout the
course. Understanding that male and female participants in this study think differently about the
importance of skills gained outside of school and the connections they have to individuals,
teachers can guide discussions to help students recognize the FOK students’ possess because of
experiences gained outside of school.
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Discussion
This study used a mixed-methods approach to evaluate students’ perceptions of FOK and
the role these have in their career preparation. The conclusions of this study extend the findings
of the original study regarding working class Latino/a families (Moll et al., 1992) through the
investigation of junior high students’ perceptions of their FOK. The following findings should be
considered by CTE teachers who are seeking to develop and demonstrate teaching innovations
designed to draw upon the FOK found in local households (Moll et al., 1992). By interpreting the
findings as a whole, the results indicate that while direct instruction on the topic of FOK did not
result in a statistically significant difference between the control and treatment groups, postassessment scores for participants in the treatment group increased on all three subcategories
between the pre and post assessment. CTE teachers who teach content related to career
development are challenged to intentionally take time to get to know each student while also
facilitating deliberate conversations, activities, and assignments designed to help students
uncover their individual FOK. CTE teachers should consider the touchpoints created and utilized
in this study as models for implementation of discussion about FOK and the impact each
person’s FOK can have on their career opportunities. Teachers should discuss what FOK are,
why they are important, and how students can use these as they prepare for and pursue specific
careers. The results of this study indicate that direct instruction on the topic of FOK does have an
impact on students’ understanding; therefore, teachers should discuss FOK with their students as
they explore content related to career preparation.
Additional findings of this study indicate that students vary in their perceptions
concerning the subcategories of family impact, interests and skills, and resources. Results of
quantitative data analysis revealed that participants in this study reported a higher perceived
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value for the subcategory of resources in comparison to interests and skills and family impact as
it related to the FOK assessment instrument. Students engaged in career investigation and
preparation should explore the 16 Career Clusters which includes over 79 pathways ("The
National Career Clusters Framework", n.d.) to increases students’ awareness and understanding
of potential career opportunities. Through this examination, CTE teachers should explain to
students how their FOK, including their family experiences, interests and skills, and resources,
can impact their career opportunities. Additionally, as students develop short and long-term goals
throughout the coursework related to career development, specific instruction should be given
concerning how students can use their FOK to help them achieve their goals. When discussing
career readiness skills needed for the workplace, teachers should allow students opportunities to
share their experiences and the skills they have gained outside of the classroom. As teachers
demonstrate an understanding, appreciation, and respect for students’ FOK, this will increase
students’ self-confidence and cause them to have a greater understanding of the impact the FOK
has on their career selection.
A final finding of the quantitative research questions that male and female participants in
this study think differently about the importance of skills gained outside of school and the
connections they have to individuals. Male participants in this study were more likely to strongly
agree/agree that the personal connections they have to individuals will help them in career
planning. Additionally, males in this study were more likely to cite specific examples of skills
they learned outside of school. Knowing this, CTE teachers are encouraged to consider the
different ways that males and females perceive value in their FOK as they guide discussions
related to career preparation. This may include intentional touchpoints of discussion and
examination of the skills gained outside of school, including how connections to individuals can
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assist both male and female students as they consider career opportunities. Throughout these
discussions, CTE teachers are encouraged to deviate from stereotypical gender roles in the
workplace, citing examples of males and females engaged in a plethora of positions. Career
development exploration may be extended through guest speakers from the surrounding
community or through digital measures using TED Talks® or other inspirational presentations by
successful individuals who represent students’ gender and ethnicity. To extend students’ selfconfidence and development of communication skills, CTE teachers could have students create a
TED Talk discussing their FOK and how they will use their unique funds to assist them in career
exploration and preparation.
Results of the qualitative data analysis revealed that participants see their family
members’ guidance and support, communication and interpersonal skills, and their own
autonomy/self-reliance as important resources for career preparation. CTE teachers are
challenged to recognize students’ FOK, including the multiple skills their family members retain.
Participants in this study demonstrated they possess community cultural wealth, which was
defined by Yosso (2005) as the “array of cultural knowledge, skills, abilities, and contacts
possessed by socially marginalized groups that often go unrecognized and unacknowledged” (p.
69). The findings of this study demonstrate the importance that students place on the guidance
and support of family members. This outcome extends the findings of Vélez-Ibáñez and
Greenberg (1992) who emphasized the importance of using FOK to establish relationships and
transnational social ties based on mutual trust (Subero et al., 2015). Knowing this, CTE teachers
should create opportunities for families to remain active contributors to their students’
educational experiences. One strategy to build transnational social ties and mutual trust would be
to create opportunities for students’ family members to share their knowledge in the classroom.
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This could be facilitated through interviews conducted by students, family members serving as
guest speakers, or students sharing personal stories of what they have learned from their family.
CTE teachers can increase their impact when they recognize students’ families as a FOK and call
upon students’ families as resources for information regarding concepts related to career
development and preparation.
Participants in this study also perceived communication and interpersonal skills to be a
valuable FOK that will impact their future careers. CTE teachers should create intentional
opportunities for students to develop and use their communication skills. This may include
resume creation, completing a job application, practicing interview skills, demonstrating
appropriate email creation, and completing oral presentations in the classroom. As students
develop their communication skills, CTE teachers should discuss how specific skills such as the
ability to communicate digitally and verbally will assist them in any future career. Bilingual
skills should be recognized by CTE teachers as a FOK and discussions should include the impact
that the ability to communicate in multiple languages may have on students’ career trajectory.
CTE teachers are challenged to create opportunities for students to think critically, solve
problems, use reason, and persevere, all of which are skills that are commonly identified as
critical to success in today’s workplace (“21st Century Skills Definition”, 2014). Development of
problem solving and critical thinking skills through project-based learning, role-playing, and
team building exercises will continue to enhance students’ interpersonal skills and will prepare
them for the global marketplace.
Another finding of this study was that participants value their autonomy and see their
self-reliance as an important FOK which will assist them in their future careers. The conclusions
of this study extend the findings of Subero et al. (2015) who reported that implementation of the
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FOK approach in the classroom equips students to view themselves as the holders of knowledge,
who then experience increases in self-efficacy and self-confidence. Participants involved in this
study voiced their autonomy and self-reliance through their answers to the open response
questions on the post assessment. Statements such as “I can do a lot of things,” “I have a lot of
skills,” and I can “do things on my own” reflect participants’ autonomy and self-reliance. CTE
teachers should recognize junior high students can do many things on their own and should give
opportunities for students to share or demonstrate specific skills they have gained inside or
outside of school. Additionally, CTE teachers should scaffold students’ understanding to
increase their understanding of the career opportunities linked to the acquisition of specific skills.
Recognition of students’ existing resources and knowledge that they bring to the classroom
(Kiyama & Rios-Aguilar, 2018) can increase the connections students have to classroom content.
Recognizing and embracing students’ FOK can lead to a classroom where students are selfreliant and autonomous learners who feel empowered to research and pursue various careers.
Recommendations for Future Research
The primary purpose of the original study involving working-class Latino/a families was
to “develop innovations in teaching that draw upon the knowledge and skills found in local
households” (Moll et al., 1992, p. 132). To further develop innovations in teaching, continued
research on the role that FOK plays in students’ career preparation should include additional
methods for collecting qualitative data. Focus groups with selected students may produce
meaningful and rich descriptions concerning participant perceptions of the role that FOK play in
their career preparation. The two touchpoints implemented in the treatment group focused
primarily on family impact and resources, with limited details or emphasis given to the
subcategory of students’ interests and skills. Additional discussions and touchpoint activities
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should be created and implemented outlining the role that students’ skills and interests can play
in their future careers. Further examination of the differences in how males and females perceive
FOK and the way subcategories impact career preparation are suggestions for extending the
discussions and understandings of FOK. Additionally, the researcher plans to work with the state
CTE department coordinator to develop and facilitate professional learning opportunities on the
topic of FOK for teachers who facilitate courses or content related to career development.
Conclusion
Career development courses are designed to help students develop the skills and
knowledge they need to be successful in any career path (2019). One of the goals for this course
is for students to be exposed to multiple career options while exploring more about themselves.
Another goal of this course is for students to begin to take responsibility and become engaged in
creating their own futures (2019). As CTE teachers discuss concepts related to career
development, direct instruction on the topic of FOK and the impact individual funds can have on
potential careers should be explored. An increase in students’ appreciation, acceptance, and
acknowledgment of their FOK may increase self-confidence, as demonstrated by the study
participants. Recognition of student knowledge and experiences legitimizes students’ FOK as
valid, and this classroom practice “can build on the familiar knowledge bases that students can
manipulate to enhance learning in mathematics, social studies, language arts, and other content
areas” (González, 2005, p. 43). Strategically utilizing the FOK framework can improve students’
learning and academic outcomes (Rios-Aguilar & Kiyama, 2018) by making meaningful
connections between the content and the students’ backgrounds. Teachers are encouraged to
recognize that their pedagogical approaches and practices make a difference in their students’
lives, and this understanding should urge them to pay attention not only to students’ attitudes
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about a topic of study, but more specifically to the students’ existing resources and knowledge
that they bring to the classroom (Kiyama & Rios-Aguilar, 2018). Failing to make use of
students’ FOK may perpetuate the deficit model of diversity, and in turn, stifle the students’
perceptions concerning their own career trajectory and options. CTE teachers are challenged to
become acquainted with their students and to use their knowledge of students’ skills,
backgrounds, values, and knowledge to connect the content with students through real-world
application. Using the Funds of Knowledge framework to assist students in their career and
educational aspirations may offer great potential in the Career and Technical Education
classroom (Kiyama & Rios-Aguilar, 2018), and is appropriate for implementation in courses or
content focused on career development.
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APPENDIX A: PRE ASSESSMENT
Directions: Please complete the following survey. This survey includes questions pertaining to
the influences family, skills, interests, and resources have on students' career planning.
Questions were derived from key concepts associated with Gonzalez, N., Moll, L., & Amanti, C.
(Eds). (2005). Funds of knowledge: Theorizing practices in households, communities, and
classrooms. Mahwah, NJ: Erlbaum. The completion of this survey indicates your consent to use
the results collectively. The survey will take approximately 2 minutes and all information will
be kept confidential.
Family Impact
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___My background experiences will help me as I plan my future career.
___My family values will help me as I plan my future career.
___My family members' occupation(s) will influence my decision when planning my
future career.
___My experiences with my family will help me in career planning.

Interests and Skills
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___The skills I have gained outside of school will help me in career planning.
___The communication skills I have gained in school will help me in career planning.
___The household chores I know how to do will help me in career planning.
___The skills I gained working with others will help me in career planning.
___The care giving techniques I know will help me in career planning.
___The hobbies I am interested in will help me in career planning.
___The entertainment I enjoy will help me in career planning.
___How I spend my free time will help me in career planning.
___The experiences I gained in my free time will help me in career planning.
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Resources
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___The knowledge I have gained outside of school will help me in career planning.
___The personal connections I have to individuals will help me in career planning.
___The connections I have to resources will help me in career planning.
___My family members' connections to resources will help me in career planning.
___My family members' connections to individuals will help me in career planning.
___My friends have connections to resources that will help me in career planning.
___The technology I have access to will be used to help with career planning.
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APPENDIX B: SAMPLE CERTIFICATE OF APPRECIATION
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APPENDIX C: POST ASSESSMENT
Directions: Please complete the following survey. This survey includes questions pertaining to
the influences family, skills, interests, and resources have on students' career planning.
Questions were derived from key concepts associated with Gonzalez, N., Moll, L., & Amanti, C.
(Eds). (2005). Funds of knowledge: Theorizing practices in households, communities, and
classrooms. Mahwah, NJ: Erlbaum. The completion of this survey indicates your consent to use
the results collectively. The survey will take approximately 2 minutes and all information will
be kept confidential.
Family Impact
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___My background experiences will help me as I plan my future career.
___My family values will help me as I plan my future career.
___My family members' occupation(s) will influence my decision when planning my
future career.
___My experiences with my family will help me in career planning.
How does your family impact your career planning?

Interests and Skills
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___The skills I have gained outside of school will help me in career planning.
___The communication skills I have gained in school will help me in career planning.
___The household chores I know how to do will help me in career planning.
___The skills I gained working with others will help me in career planning.
___The care giving techniques I know will help me in career planning.
What specific skills do you have that will help you in career planning?
___The hobbies I am interested in will help me in career planning.
___The entertainment I enjoy will help me in career planning.
___How I spend my free time will help me in career planning.
___The experiences I gained in my free time will help me in career planning.
What specific interest do you have that will help you in career planning?
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Resources
Please rate how strongly you agree or disagree with each of the following statements.
Strongly Disagree (1)

Strongly Agree (5)

___The knowledge I have gained outside of school will help me in career planning.
What specific knowledge have you gained outside of school that will help you in
career planning?
___________________________________________________________________
___The personal connections I have to individuals will help me in career planning.
___The connections I have to resources will help me in career planning.
___My family members' connections to resources will help me in career planning.
___My family members' connections to individuals will help me in career planning.
___My friends have connections to resources that will help me in career planning.
What specific connections do you have that will help you in career planning?
________________________________________________________________________
___The technology I have access to will be used to help with career planning.
How are your career goals impacted by your “Funds of Knowledge”?
________________________________________________________________________
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APPENDIX D: TOUCHPOINT #1 PROTOCOL

Career Development State Standards
1.1.1 Identify interests (likes, dislikes, strengths, weaknesses, wants, and needs) and examine
how that will affect choosing a career.
1.1.2 Evaluate how self-concept, self-esteem, and attitude could affect educational achievement.
1.1.3 Identify values and the effect they have in choosing a career.

Touchpoint Goal: Students will engage in classroom discussions related to self-awareness and
the role that their Funds of Knowledge have in helping them prepare for future careers.
Anticipatory Set

(5 minutes)

Teacher will facilitate whole group discussion considering the following question starters:



What are you interested in? What hobbies do you have? Likes/dislikes? How do your
interests affect which career you will choose?
How could your self-concept (the way you see yourself) and your self-esteem (how much
you value yourself) impact your educational achievement?

Content Explanation and Directions
(5 minutes)
Each of you have a variety of interests, hobbies, likes, and dislikes. Your interests can help you
as you prepare for a future career. You all also possess a variety of “Funds of Knowledge”
(FOK). Your FOK are unique to you. Each person in this room has skills, knowledge, and
experiences due to your experiences both in and outside of school. These are your FOK-resources for you to use as you consider your future career. As we go through this activity, keep
this question in your mind, “How can I use my FOK as I plan my future career?”
Directions for today: Today we are going to complete a short discussion in small groups as we
consider our own FOK and the role they play in helping us see ourselves, value ourselves, and
prepare for future careers.
*Distribute worksheet (next page) and facilitate FOK discussion.
*Teacher determines grouping arrangements for his/her class.
Group Investigation/Discussion
*See next page

(20 minutes)

Wrap Up/Closure
(10 minutes)
Allow students time to share with the whole group their answers to Question #5. Facilitate
discussion with the goals of helping students engage in classroom discussions related to selfawareness and the role that their Funds of Knowledge have in helping them prepare for future
careers.
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Funds of Knowledge
Directions:
1. Form small groups (3-4) to review the categories of Funds of Knowledge.
2. Think about Funds of Knowledge for you and your family.
3. Fill in your Funds of Knowledge on the lines provided. Skip the categories that do not
pertain to you or your family. Add a new category based on your culture.
4. Within your small group, share the aspects of your Funds of Knowledge that you feel
comfortable discussing.
Home Language
Family Values

_________________________________________
_________________________________________

Family Traditions

_________________________________________

Family members’ Occupations

_________________________________________

Skills I know how to do

_________________________________________

Caregiving experiences

_________________________________________

Hobbies

_________________________________________

Entertainment

_________________________________________

Technology

_________________________________________

Resources

_________________________________________

Other: _________________ _________________________________________

5. Consider the following questions:
What similarities did you notice among the Funds of Knowledge shared in your small group?
______________________________________________________________________
What differences did you notice?
______________________________________________________________________
How can knowing about your Funds of Knowledge improve your self-concept and increase your
self-esteem?
______________________________________________________________________
How can you use your Funds of Knowledge to help you prepare for your future career?
______________________________________________________________________
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APPENDIX E: TOUCHPOINT #2 PROTOCOL
Career Development State Standards
Performance Indicator 3.1: Demonstrate the decision-making process
Performance Indicator 3.2: Demonstrate setting goals
*3.2.2 Define goals
*3.2.4 Describe how personal values affect decisions due to conflicting demands
Performance Indicator 3.3: Explore career decision-making process
Touchpoint Goal: Students will engage in classroom discussions related to decision making
and the role that their Funds of Knowledge have in helping them set goals to help them meet
their career aspirations.
Anticipatory Set

(5 minutes)

Teacher will facilitate whole group discussion considering the following question starters:




What are the steps in the decision making process?
Why is it important to follow these steps?
How can achieving short term goals help you achieve your long term goals?

Content Explanation and Directions
(5 minutes)
Remember back to our discussions about your Funds of Knowledge? Remember that each of you
have a variety of interests, hobbies, likes, and dislikes. All of these pieces of you can help you
prepare for a future career. Every person in this room has skills, knowledge, and experiences due
to your experiences both in and outside of school. These are your FOK--resources for you to use
as you consider your future career. These resources can help you as you achieve your short and
long term goals.
Directions for today: Today we are going to complete a SMART goal worksheet. The purpose of
this activity is to help you define your short and long term goals and to help you see the
resources that you have which can help you obtain each of these goals.
*Distribute worksheet (next pages) and read directions.
*Allow time for questions, then allow students to work independently.
Independent Investigation
*See next page

(30 minutes)

Wrap Up/Closure
(10 minutes)
Ask for volunteers to share their short and/or long term goals.
Encourage students to elaborate on the resources the already have (FOK) and how these can help
them reach their career goals.
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Directions: Complete the SMART Goal worksheet. Consider the resources you already possess
and how they can help you attain your career goals. The following are examples of short and
long term goals, but your task is to create your short and long term goals.

Examples of short-term goals:
● Make a team or get invited into an organization (such as NJHS)
● Make better grades (be specific: certain GPA? All A’s? Improved by one letter grade?)
● Mend a relationship (be specific: not fight with my brother for one week, tell someone
I’m sorry)
● Read a particular book, read a particular number of books
● Run a 5K (or other fitness achievement)
● Show more responsibility (clean my room every week, make my bed every day, do
chores without being told, etc.)
● Get learner’s permit (for driving)
● Learn how to: _____ (do a cartwheel, handstand, backflip, dive, front stroke; create a
video, write a book, make an app or website)
● Get out of my comfort zone by: making new friends, trying a new hobby, saying no to
people who pressure me, go somewhere exciting
Examples of long-term goals:
● Graduate high school without failing anything; graduate with a ____ GPA; graduate with
honors; graduate at top of my class
● Finish a technical program, certification program, associate’s degree, bachelor’s degree,
master’s degree, doctorate degree
● Travel to all 50 states, travel to another country, travel to _______
● Enter into the military, earn _____ (what rank or honors?)
● Own a business
● Own house or land
● Create a product or invent/discover something
● Be the first to ______; be the first in my family to _______; be one of the top _______
● Build a collection of _____
● Become a(n) ______ (career, expert, position, role, hobbyist, etc.)
● Become wealthy (how much?) by (what age?)
● Own a(n) ______
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APPENDIX F: IRB EXPEDITED APPROVAL LETTER
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